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Marian Patricia Bea Usero Francisco 
 
 This dissertation explored the intersection of teacher education, education research and 
education policy through interviews among stakeholders of teacher education from Oman and 
the Philippines (i.e., teacher educators, policymakers, student teachers, and in-service teachers) 
and document analysis of various education policies and documents using a grounded theory 
approach. The dissertation is composed of three studies: the first two are qualitative studies and 
the third a mixed methods study. Each study has its own abstract, introduction, review of related 
literature, methods, results, discussions, implications, and references section. The first study is a 
qualitative study that explored the perceived characteristics of an ideal teacher among various 
stakeholders, looking at similarities and differences of perceptions among stakeholders and 
across countries. The researcher used a combination of a/r/tography, metaphor and inductive 
coding to analyze qualitative interview data. Findings suggest that even though there were 
universal characteristics sought for in ideal teachers, there were still cultural variances in how 
various cultures perceived their “ideal teacher.” The second study is a qualitative study that 
explored the perceptions of education policy among stakeholders and investigated if there was a 
difference in how stakeholders interpreted specific education policies as compared to what was 
indicated in official education policies. Findings suggest that these negative perceptions were 
rooted from misinterpretation and mis-implementation of the said education policies. The third 
study is a mixed methods study that explored the association between educational research usage 
  
and other demographic factors and how research was used and perceived by stakeholders. The 
researcher used data collected from a demographic survey and a structured open-ended 
interview. Qualitative data was analyzed using analytic coding while quantitative data was 
analyzed using descriptive statistics and Chi-Square test. Findings suggest that majority of the 
stakeholders use education research, however the frequency and purpose is affected by the roles 
and responsibilities of the stakeholders. Statistical results showed that there were significant 
association between frequency of usage and age, educational attainment, years of experience, 
profession and country. Implications for the various stakeholders and teacher education programs 
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The Intersection of Teacher Education, Education Policy, and 
Education Research 
 
In this dissertation, I aim to explore the relationship of teacher education with education 
research, education policy, and classroom practice through the lens of various teacher education 
stakeholders, namely, policymakers, teacher educators, student teachers, and in-service 
classroom teachers from different cultures. Using a grounded theory approach, I was initially 
driven by the following questions focusing on teacher education: What is an ideal teacher? Do 
the characteristics of an ideal teacher correspond to the goals and expectations of education in 
general, and teacher education in particular? Do these expectations differ across culture and 
stakeholders? Are these expectations the same as the expectations of those in policymaking and 
school administration? Are the teacher education programs still responsive to the needs of the 
current classroom teaching? However, as I continued the study, more questions specific to 
educational policy and education research also surfaced, such as: Do the stakeholders perceive a 
connection between education policy, teacher education programs, and education research? How 
do their perceptions of current education policy and education research influence their everyday 
practice? I delved into the perspectives of teacher education, education policy, and education 
research as seen by educators in the field. I also probed the perspectives of policymakers who 
worked on education policies. Eventually, I hope to find out whether the perspectives of various 
stakeholders differ, how these perspectives compare to other cultures, and how they relate to the 
stakeholders’ work in fulfilling their role in teacher education. 
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Rationale of the Study 
The purpose of this study is to compare the perspectives of teacher education, education 
policy, and education research of various stakeholders in Oman and the Philippines. Drawing 
from recommendations from research (Akiba, 2017; Sleeter, 2014), it involves policymakers, 
teacher educators, both general education and special education classroom teachers, and student 
teachers for a multiple viewpoint approach. This study aims to explore the perceptions of the 
aforementioned stakeholders across two different cultures. 
There is a disconnect between education research, education policy, teacher education 
programs and classroom practice. This disconnect may stem from the different expectations and 
perspectives of different stakeholders of teacher education programs. Thus, there is a mismatch 
between what is taught in formal teacher education programs and actual teaching practice. 
Addressing this gap between the two involves not just implementing an intervention or 
responding to immediate needs. This requires a change in the way society and stakeholders 
frame teacher education and teaching (Feiman-Nemser, 2012). Thus, it is imperative to explore 
the perceptions of stakeholders on teacher education, education research, and education policy to 
determine how they frame the current situation of teacher education. 
Similar to Nelson, Leffler, and Hanson’s (2009) study of exploring how policymakers 
perceived the utilization of research in relation to education policy, it may be beneficial to 
explore the perspectives and expectations of teacher education programs by the different 
stakeholders. Do these expectations and perspectives have a common ground? Moreover, there 
has been an underlying issue that the focus of a lot of education policies is on high achievement 
test scores and performance assessments, not on teaching practice (Ingvarson & Rowley, 2017; 
Sleeter, 2014). Given this premise, it would also be beneficial to explore how various 
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stakeholders perceive education policy and see if their perceptions and understanding of the 
education policy reflects the actual content of the policies. Education policy is a significant 
factor influencing students’ learning outcomes and classroom practice (Helmsley-Brown & 
Sharp, 2003; Hunt, 2015). Research states that education policies constructed and implemented 
by different countries have a significant influence on the quality of teachers and learning 
(Darling-Hammond, 2000a; Darling-Hammond, 2000b). Previous research (e.g., Tatto, 2015) 
shows that countries having quality education systems design their teacher preparation programs 
based on research and criteria set by education policy accreditation or certification requirements 
and successful classroom practice, yet there are limited evidence-based research on best practices 
in teacher education programs (Ingvarson & Rowley, 2017; Tatto, 2015; Tatto et al., 2016). 
Hence, it may be beneficial to explore the current role of research in the quality of teacher 
education.  
Teacher education has various stakeholders and the accountability of education lies not 
just on the institution or educators, but on all stakeholders (Gok, 2017; Rodriguez, 2013; Tatto et 
al., 2016; UNESCO, 2017). Thus, all stakeholders should have the same objectives in mind, 
when planning for policies, and guidelines, working collectively and not as individuals (Akiba, 
2017; Sanyal & Martin, 2007; Tatto et al., 2016). Thus, the literature calls for more research on 
cross-national and comparative studies of teacher education and policy environment that are 
made with in collaboration with cross-national researchers, teachers and policy makers to 
promote discussions about research, policy, and projects that would inform educational policies 
globally (Sleeter, 2014; Akiba, 2017).   
This study answers the call to do more research on cross-nationals and comparative 
studies of teacher education, in collaboration with different people from various nationalities 
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(Akiba, 2017; Sleeter, 2014). Currently, there are neither cross-nation comparison of teacher 
education or education research that includes Oman or the Philippines, nor previously published 
studies on the expectation of teacher education programs and use of education research from 
these two countries. Thus, this study includes these two countries in order to give voice to a new, 
under-represented group, specifically to stakeholders from Oman and the Philippines. It is 
interesting to investigate the two countries that had different goals in education reform in 
response to globalization, as they adopt new education systems in the recent years (Al Abri, 
2011; DepEd Order 36, s. 2012). Oman adopted the Basic Education system in 1998 (Al Shabibi 
& Silvennoinen, 2018) with the goal of training Omani citizens to replace foreign workers for 
sustainability (Al Abri, 2011), on the other hand, the Philippines implemented the K-12 
education system in 2012 to enable Filipino citizens to be globally competent (Department of 
Education Order 36, s. 2012). Both countries have high adult literacy rate (UNDP, 2018) yet 
have low achievement rates and there is difference in the availability of resources (Al Shabibi & 
Silvennoinen, 2018; Ronda, 2011; UNDP, 2018). Only 12% of the public schools in the 
Philippines have Internet access compared to Oman’s 90% (UNDP, 2018). Moreover, Oman has 
a very high human development index (HDI), while the Philippines is only at medium level 
(UNDP, 2018). The HDI is a form of measurement established by the United Nations to measure 
the average achievement of countries in dimensions of human development, which serves as the 
criteria for developing countries (UNDP, 2018). Thus, a higher HDI would mean the country is 
able to achieve better in some dimensions of human development, such as quality life of the 
people. 
The results of this study will help explain the gap between the goals and expectations of 
teacher education programs, what is stated in education policy, and what is being proven in 
5 
 
research. Moreover, the results of this study may be used as a pilot to inform teacher education 
institutions and policymakers of significant areas of teacher education needed for reform in order 
to reflect the needs and expectations of various stakeholders and impact classroom practices.  
Theoretical and Conceptual Framework 
Cochran-Smith (2004) frames the problem of teacher education in four ways: training, 
learning, policy problem, and political problem. Thus, this paper investigates teacher education 
program, education research, and education policy involving various stakeholders. By exploring 
teacher education programs and education research, I am able to study training and learning. 
Whereas exploring education policy will address policy problem, involving the voices of various 
stakeholders will tackle the political problem. 
In this study, I likened the perceptions of “quality education” to the perceptions of 
“ideal.” What people often deemed as “quality education” may be influenced by what they 
perceived as “ideal education.” The social construct of what is “quality” and “ideal” is 
constructed within the realm of culture, context, power, and history.  Thus, education and the 
world of academia can be likened to “figured worlds”, which is a socio-culturally constructed 
field wherein certain acts and characteristics are valued as deemed culturally and socially 
(Holland, Lachiotte, Skinner & Cain, 1998). The shared cultural beliefs within a country 
influence people’s perception of teachers, teacher education, education research and education 
policy. Figure 1 shows the conceptual framework that guides this study. The bigger circle labeled 
as classroom learning and teaching represents the context and the environment. While the 
intersection of the three concepts, teacher education program, education policy, and education 




Figure 1: Conceptual Framework 
 
Research Approach 
Grounded Theory Approach. Previous literature studying different phenomenon in 
teacher education and comparative education encourage the use of a grounded theory (Kirchhoff 
& Lawrenz, 2011; Rupp, 2016; Taber, 2000). There are many ways to interpret grounded theory. 
Originally, grounded theory was a specific methodology that Glaser and Strauss (1967) 
developed to inductively deduce theory from data (in Strauss & Corbin, 2008). For this 
dissertation, I use grounded theory as Strauss and Corbin (2008) generally defined it, which is to 
“denote theoretical constructs derived from qualitative analysis of data” (p. 1). Using this type of 
analysis allows researcher to delve deeper into the experience and perceptions of participants 
they study, allowing them to be able to derive meanings from context and understand how 
culture, identity, and experience uniquely form meanings (Strauss & Corbin, 2008). Since in this 
study, I sought to explore and understand how stakeholders of education perceive teacher 
education, education research, and education policy, I am not testing specific theories, nor do I 
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expect the information gathered to be constrained to specific perspectives. Instead, I want to 
understand how different stakeholders perceive the field and why they perceive it in a specific 
way. Further, I also want to explore whether country or culture influence perceptions and 
expectations. Thus, the use of a grounded theory approach is preferred for this study. 
Research Design. There are three studies in this dissertation. The first two studies are 
qualitative studies that focus on data gathered from personal interviews with the stakeholders and 
document analysis of teacher education policies and related education policies. Qualitative 
design was used for these two studies since they both looked at the perceptions of stakeholders 
on the ideal teacher and education policy. I cannot constrain perspectives and perceptions cannot 
be quantified. The last study is a mixed methods study that utilizes qualitative data from the 
interviews and quantitative data from the survey answers. For this study, I am investigating the 
association between education research usage and demographic factors, thus there is a need to 
use statistical methods to measure the association and the difference between countries. Hence, 
we need to quantify the constructs. Utilizing these two forms of data will enable us to have a 
deeper and more complex understanding of the role of education research in the field of teacher 
education. 
Organization of the Dissertation 
The three studies in this dissertation investigate the perceptions of various stakeholders of 
Oman and the Philippines on three components: teacher education, education policy, and 
education research. This dissertation aims to show that even though these three are separate 
entities, there are connections among them. The three succeeding chapters are the manuscripts of 
the three studies. Each one has its own abstract, introduction, literature review, methods, results, 
discussion, conclusion, references, figures, and tables.  
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The first study entitled Deconstructing the Ideal Teacher: Perceptions from Teacher 
Education Stakeholders focused on how the various stakeholders (i.e., policymakers, teacher 
educators, student teachers, and in-service teachers) of Oman and the Philippines perceived the 
qualities of an ideal teacher and how it related to their perceptions of teacher education 
programs. Previous research had focused on student teachers’ perceptions of ideal teachers and 
how these perceptions changed as they go through the teacher education program (Arnon & 
Reichel, 2007; Furlong, 2013). This qualitative study involved exploring the perceptions of 
various stakeholders of teacher education and how their perceptions of the “ideal teacher” related 
to their perceptions of teacher education programs. It also looked at the similarities and 
differences of these perceived characteristics among stakeholders and across cultures. The 
researcher used a semi-structured interview to collect the data on the perceptions of the ideal 
teacher and teacher education programs. These interviews were transcribed and coded 
analytically to determine themes. Aside from the interviews, the researcher did a document 
analysis on education policies from these two countries. The education policies were coded 
analytically through emic coding and compared to the themes derived from the interviews. The 
researcher utilized a combination of a/r/tography, metaphor and emic coding to analyze 
qualitative interview data. Given the premise that the quality of teacher education is a product of 
a collective sensemaking of various stakeholders in education (Akiba, 2017; Gok, 2017) and 
each stakeholder gives various weight to different aspects of education (Gok, 2017), there are 
recommendations (Akiba, 2017; Sleeter, 2014) that call for research that involve various 
stakeholders for a multiple-view approach to teacher education. This study attempts to contribute 
to the literature that considers various stakeholders’ perspectives and support the claim that 
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education reform involves a collaborative effort from all stakeholders at various levels of the 
hierarchy.  
The second study entitled The Juxtaposition of Education Policy and Teacher Education: 
Perceptions from Teacher Education Stakeholders was a qualitative study that focused on how 
the various stakeholders (i.e., policymakers, teacher educators, student teachers, and in-service 
teachers) of Oman and the Philippines perceived the current educational policy in their 
respective localities. The researcher explored the perceptions of various stakeholders of teacher 
education and how their perceptions of the educational policy related to their current work. It 
also investigated the similarities and differences of these perceptions among stakeholders and 
across cultures. The researcher used a semi-structured interview to collect the data on the 
perceptions of educational policies. These interviews were transcribed and coded analytically to 
determine themes. Aside from the interviews, the researcher did a document analysis on 
education policies from the two countries. The education policies were coded analytically and 
compared to the themes derived from the interviews. Aside from the educational policies, 
publicly accessed accomplishment reports and statistics were also analyzed qualitatively and 
compared to the themes that emerged from the data. Given that education policy is the most 
significant factor affecting education (Helmsley-Brown & Sharp, 2003; Hunt, 2015) these 
various perspectives of the stakeholders lead to different expectations of education policy. To 
facilitate the difference in perspectives, this study attempted to answer the call to do more 
collaborative research on cross-national and comparative studies on the education environment 




Finally, the third study entitled Education Research Usage and Perceptions of 
Stakeholders of Teacher Education was a mixed methods study that investigated the association 
between educational research usage and other demographic factors, and how research was used 
and perceived by stakeholders of teacher education from Oman and the Philippines. Previous 
research had focused on policymakers’ perspectives on education research (Nelson, Leffler, & 
Hansen, 2009). This study involved exploring the perceptions of various stakeholders of teacher 
education for a wholistic approach. The researcher collected data from the participants using a 
demographic survey and a structured open-ended interview. The researcher used descriptive 
statistics and a Chi-Square test to analyze the association between education research usage and 
other demographic factors, while grounded theory was used to analyze the qualitative data from 
the interviews. Given that countries that have strong education policies use research as a basis for 
their education policy (Tatto, 2015; Ingvarson & Rowley, 2017) and that the perspectives on 
education research of practitioners and policymakers depends on one’s own personal experiences 
(Skourdoumbis, 2013), this study aimed to contribute to the literature that used mixed methods in 
trying to explain the perceived concepts of education research and how research was being 
utilized in the education field. 
The last chapter, Chapter 5, contains the summary of the three studies, a discussion of 
how the three components are related to one another and the collective implications the results of 
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This study explored the perceived characteristics of an ideal teacher among various 
stakeholders of teacher education (i.e., policy makers, teacher educators, student teachers and in-
service teachers) from Oman and the Philippines. Meanwhile, it investigated the similarities and 
differences of these perceived characteristics among stakeholders and across cultures. The 
researchers utilized a combination of a/r/tography, metaphor and inductive coding to analyze 
qualitative interview data from 106 participants. Findings supported previous literature that there 
seemed to be no conclusive set of characteristics that defined an ideal teacher, and that there 
were differences in how various cultures and stakeholders viewed the “ideal teacher.”  
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Deconstructing the Ideal Teacher: Perceptions from Teacher Education Stakeholders 
 
Palmer (1910) described the “ideal teacher” as an unachievable goal that teachers 
continuously strive for but never attain. He listed four primary characteristics of an ideal teacher: 
(a) aptitude for vicariousness (i.e., has imagination, a life-long learner, has passion to teach), (b) 
has accumulated wealth (i.e., good health, broad knowledge, great personality), (c) has the ability 
to use knowledge to inject life and interest, and (d) must accept to fade in the background and be 
forgotten. Palmer (1910) argued that it is impossible to be the ideal teacher because reaching the 
goal is a contradiction in itself. He perceived the ideal teacher to be a lifelong learner who 
constantly strives to improve as faced by different generations of learners. Thus saying one is an 
ideal teacher is a contradiction, because then it means one had achieved perfection and there is 
nothing else to improve. If this is the case, we ask the question: to what extent do our perceptions 
of an ideal teacher influence how we perceive quality teaching, and how does this relate to the 
goals and expectations of education in general and teacher education in particular? 
Teachers as Metaphorical Heroes 
Palmer (1910) depicted the teacher to be a lifelong learner, who continues to improve and 
is expected to “rise above ordinary human conditions” (p. 26). Hence in this study, we used the 
metaphor of superheroes, who are known to be extraordinary, to reflect how the various teacher 
education stakeholders, namely policymakers, teacher educators, in-service teachers, and student 
teachers1 perceived the “ideal” teacher. Metaphors have been used in qualitative research to 
examine a certain phenomenon using a creative lens (Carpenter, 2008) and to enable the visual 
imagery of the likeness of two terms (Coffey & Atkinson, 1996). Goldstein (2005) used the 
 
1 For this study, the authors used the term “student teachers” to refer to those who are currently in teacher education 
programs. However, since the related literature gathered for this paper originated from various countries, the terms 
used to refer to students from teacher education programs differ. To be consistent with the literature, the authors 
followed the terms used by the literature cited, but they all mean the same as “student teachers.” 
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metaphor “a hero’s journey” to describe the development and transformation of pre-service 
teachers, since the concept of “hero” is a universal concept that everyone can relate to. In her 
paper, Goldstein (2005) used Star Wars as a metaphor to show the connection between Luke 
Skywalker’s journey and the preservice teacher’s own journey, since it was a familiar story to the 
students. Whereas in this instance, we use the metaphor of Thor’s hammer. 
In the Marvel verse, only the worthy person could wield Thor’s hammer. The other 
avengers, even though they were superheroes in their own right, were not deemed worthy. Thus, 
using Thor’s hammer as a metaphor, and equating the concept of “worthy” to “ideal” one may 
ask the question, with all the students who graduate from teacher education programs, who is 
deemed “worthy” to teach?  
Figured Worlds and Cultural Worlds 
In this paper, we used the theoretical framework of “figured worlds” (Holland, Lachiotte, 
Skinner & Cain, 1998) to explore the perceptions of an “ideal teacher” of various stakeholders 
(i.e., teacher educators, policymakers, in-service teachers, and student teachers) in Oman and the 
Philippines. The term “figured worlds” is defined by Holland et al. (1998) as a collective “as-if” 
world (p. 52) that is socially and culturally constructed wherein significance and values are 
assigned to certain acts and characteristics as deemed culturally and socially appropriate. By this, 
Holland et al. (1998) meant that “figured worlds” are an ideal realm that shape people’s outlooks 
mediated by power. The individual lives in a world regulated by structures of power. What is 
deemed valuable is determined by those in power. As such, the academic field could be 
considered a “figured world.” Holland et al. (1998) discussed how the cultural constructions that 
comprised life and expectations in an academic institution reflects Bourdieu’s (1985) concept of 
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field of power. For example, the pursuit for knowledge and academic writing is highly valued in 
the academe, but not in other fields.  
People live in a culturally defined world and navigate their behavior and identities in 
relation to their cultural world (Hallowell, 1955). Urrieta (2007) emphasized that people 
eventually develop new identities in the “figured worlds” since it involves processes and 
traditions that shape people continuously as they live their everyday lives. In a figured world, 
identities are formed through the involvement in social activities in the said world (Holland & 
Quinn, 1987). This can be likened to the personal and professional development of teachers as 
they undergo teacher education programs and start teaching in the classroom. 
As the education system moves towards standardization, classrooms can be considered 
“figured worlds” since the curriculum gives value to certain behaviors and actions (Caraballo, 
2011). Students construct their identity by making sense of their experiences inside this figured 
world of the curriculum (Caraballo, 2011). Thus, for student teachers, their teacher identity is 
continuously shaped by what they experienced and learn in their teacher education programs. 
Research (Arnon & Reichel, 2007) shows student teachers have an image of the ideal teacher 
that has been formed by their socio-cultural and educational background, and that they enter pre-
service teacher education with their own theories of teaching and learning that are shaped by 
their experiences. However, these are eventually replaced by academic theories that are 
considered to be of more value in teaching (Furlong, 2013).  
Perceptions of “Ideal” and “Quality” 
Everyone has a social construct of an “ideal teacher” as dictated by socio-cultural norms. 
The shared cultural beliefs within a country influence people’s perceptions of significant teacher 
characteristics and affect how teachers perform (Klassen et al., 2018). Thus, our lens of how we 
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perceived an “ideal teacher” affects how teachers are evaluated or assessed and how we 
perceived quality teaching. There have been numerous arguments and views on how to assess 
“quality” in education, simply because the term “quality” was seen and defined differently by 
different stakeholders (Hunt, 2015; Kennedy, 2008). The quality of an education program is 
determined by the validity of its mission and purpose as set by the stakeholders and the extent to 
which the program is able to fulfill its set objectives (Sanyal & Martin, 2007). Thus, the question 
arises, do the goals and objectives of these programs reflect the “ideal” education as envisioned 
by those who constructed the program? If so, the perceptions of the “ideal” influence what is 
deemed as “quality.” Hence, for this study, we work under the premise that “ideal” equates to 
“quality”. 
Perceptions of Teacher Education Programs and Teaching 
There are several studies that explored perception of teacher education programs in 
various countries. For example, in the United States, Brown, Cheddie, Horry, and Monk (2017) 
conducted a qualitative study on the perceptions of teacher education and training. Results from 
this study showed that early childhood teacher candidates perceived that their teacher preparation 
program was able to provide them with the foundation needed to teach in a culturally responsive 
way and to reflect on the practice.  
Vidergor, Magen-Nagar, and Ilaiyan (2017)’s quantitative study investigated the 
perceptions of teacher trainees on the impact of college preparation for teaching profession in 
Israel. The results showed that there was a direct relationship between curriculum and practicum. 
Significantly, the instructor and the mentor were seen as the most significant factor connecting 
curriculum and practicum. Likewise, Wall (2017) used mixed methods to study the perceptions 
of pre-service teachers on their experience in service-learning project in the United States. 
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Findings suggested that the service-learning project benefited both the pre-service teachers and 
the children they were teaching through increased knowledge and skills, appreciation of cultural 
diversity, and improved confidence. 
Alkhawaldeh’s (2017) qualitative study of the perspectives on school-based teacher 
training in Jordan showed that participants believed that a school-based teacher training was a 
beneficial route for teacher education programs as it enabled the transfer of skills learned, and 
foster collaborations. Results from the aforementioned studies suggest that teacher education 
programs still play a significant role in the preparation of teachers. 
Perceptions of Ideal Teachers 
The quality of an education system of a country is dependent on the quality of its teachers 
(UNESCO & UNGEI, 2014).  Statistics show that globally, 86% of primary school teachers have 
education training, however the rate is lower in underdeveloped economic regions (UNESCO, 
2017).  Qualification for teachers are relative to a country’s education policy, however, the 
current data provide little information on how qualified teachers are defined by various countries 
(UNESCO, 2017). Globally, a number of teachers have not acquired the needed skills to improve 
their teaching and their students’ learning (UNESCO Global Education Monitoring Report, 
2017). This prompts the question, what are the qualities and skills of an ideal teacher?  
Literature in the United States. In the United States, most of the literature available 
involved undergraduate students from universities. For example, Rubin (1981) studied the top 10 
ideal traits for college professors and found that there were different traits expected depending on 
the sex of the professor. Findings showed that the top 10 ideal traits for college professors 
regardless of sex are: effective communicator, knowledgeable, open-minded, accessible, well-
prepared, understandable, fair, intelligent, interesting, and consistent.  
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Likewise, Komarraju (2013) used a Teaching Behavior Checklist that measured the 
preferences of students on two general traits of ideal teachers: “caring” and “professional” on 
261 undergraduate students in the United States to explore the qualities they value in a teacher. 
Keeley, Smith, and Buskit (cited in Komarraju, 2013) who designed the Teaching Behavior 
Checklist defined “caring” as qualities that involve relating with students, such as encouraging 
students and understanding them, while “professional” are qualities related to classroom 
management and teaching such as knowledge, and time management. Results reflected that the 
value the students put on certain qualities, such as “caring” and “professionalism” differ largely 
based on their background. Moreover, the differences in how the students are motivated and their 
academic self-efficacy predict what qualities they value in an ideal teacher.  
Similarly, Zhang, Fike, and De Jesus (2015) compared the perceptions of an ideal teacher 
from undergraduate students of two universities in the United States. Results showed that the two 
qualities that ranked the highest between the two universities were knowledgeable and grades 
fairly, while the least important was the use of technology. Surprisingly, the use of technology 
was considered the least important quality of an ideal teacher when most universities utilize 
technology in education. 
Literature from Turkey. A number of the studies on exploring the perceptions of the 
ideal teacher are based in Turkey. However, many of them are not written in English and thus are 
not included in this literature review.  
Budak (2011) explored the image of ideal teachers among Turkish teacher candidates 
using a mixed methods study. Results showed that there were three themes surfaced: (a) the basic 
roles of teacher including being a mentor, motivator, evaluator, (b) perceptive subroles, and (c) 
perceptive qualifications (i.e., professional qualifications). Moreover, Budak (2011) argued that 
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having a traditional mindset of the qualities of teachers was a huge barrier to the development of 
society. 
Tunca, Oguz, Sahin, and Guner (2015) conducted a phenomenological study that aimed 
to identify the qualities of an ideal teacher educator in Turkey as perceived by student teachers 
using an open-ended survey. The themes that resulted from the data were: (a) professional roles 
and responsibilities, (b) professional values, (c) personal characteristics, (d) professional ethic 
principles, and (e) social responsibility. The most emphasized quality was that of being against 
psychological violence and being open-minded under professional value. This shows that for 
student teachers in a teacher education program in Turkey, respect and openness are both highly 
valued qualities of a teacher educator. 
Likewise, Kozikoglu (2017) utilized a phenomenological design to study the cognitive 
constructs of an ideal teacher among prospective teachers in Turkey. Results from the study 
showed that the ten dominant cognitive constructs were: (a) communication skills, (b) student 
centeredness, (c) innovativeness, (d) sensitivity, (e) humaneness, (f) teaching pedagogy, (g) 
leadership, (h) content knowledge, (i) personal values, and (j) professional values. 
Similarly, Ates and Kadioglu (2018) conducted a phenomenological study that looked at 
the qualities of an ideal teacher among teacher candidates in Turkey. Ates and Kadioglu (2018) 
used data from interviews and analyzed them qualitatively. Results showed that there were two 
main themes based on the answers: personal qualities (i.e., values, attitudes) and professional 
competencies (i.e., skills in teaching). Moreover, Ates and Kadioglu (2018) recommended that 
further study on the perceptions of an ideal teacher should be done in other countries as well. 
Literature from other countries. Vlad and Ciascai (2014) studied the students’ 
perceptions of the characteristics of an ideal teacher in Romania. This study involved students 
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from secondary, tertiary, and graduate levels. Majority of the students believed that a teacher is 
the source of knowledge and must know better than the students. Results reflected that as the 
students matured, they had different expectations of their ideal teacher. Interestingly, Vlad and 
Ciascai (2014) pointed out that one of the distinct characteristics students looked at was the 
physical feature of teachers. This was mirrored by the findings of Martikainen (2019) in Finland 
where students put emphasis on visual cues and physical appearances as shown in their drawings 
depicting teachers with large eye bags, whereas teachers did not seem to put importance on 
physical appearance and visual cues. However, this contradicted with the findings of Pozo-
Munoz, Rebolloso-Pacheco, and Fernandez-Ramirez (2000), in which they conducted a study 
using Semantic Differential (an instrument to measure the affective meaning for certain stimuli) 
involving university students from Spain to determine the characteristics that defined the ideal 
teacher. The most valued characteristics of an ideal teacher as seen through the participants’ 
answers were the competencies needed to teach such as content knowledge, communication 
skills, and classroom management. While the most irrelevant characteristic was the physical 
appearance of teachers.  
In Israel, Arnon and Reichel (2007) explored how student teachers perceived the ideal 
teacher and how they compared their own self-image to that of their ideal. Using an open-ended 
questionnaire, the participants answered questions. Results showed that having professional 
knowledge, being empathetic, loving teaching, and having characteristics of a leader were all 
deemed important by the participants. Arnon and Reichel (2007) emphasized that teacher 
education programs had partial and limited influence in forming the perceptions of an ideal 
teacher in their students, as the students had a predetermined image that was formed by socio-
cultural norms before they even entered the program.  
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In summary, the literature has showed that knowledge, a good personality, and 
professionalism are three of the most valued qualities of a teacher. Having a good personality 
encompasses being able to relate to the students, being open-minded, and respecting the students. 
As such, the results of the aforementioned studies suggested that the social representations of the 
participants were not only influenced by the socio-cultural conceptions, but also by their personal 
experiences with teachers. 
Literature involving multiple countries. From a global perspective, Wolhuter, van der 
Walt, and Potgieter (2013) differentiated the “ideal teacher” from a “typically excellent teacher” 
saying that the former was a mental construct and the latter was a real person. In their study, they 
explored the image of an ideal teacher of 15-year-old learners from ten different countries, 
namely: England, Latvia, Greece, Slovenia, Serbia, Bulgaria, Turkey, Pakistan, South Africa, 
and Mexico. The participants were asked to write an essay about their typical teacher, however 
through analysis, Wolhuter et al. (2013) discovered that the majority of the learners had written 
about their “ideal teacher” but not their typical teacher. Three narratives emerged from the data, 
namely, the bad teacher (i.e., have no acceptable dispositions), the ideal teacher, and the good 
teacher. Unfortunately, Wolhuter et al. (2013) concluded that the research findings were 
inconclusive since it was not possible to extract a fixed set of characteristics due to the cultural 
differences. Moreover, they emphasized that it was also impossible to have an actual person who 
embodied all the characteristics of an ideal teacher, which somehow echoed what Palmer (1910) 
insisted that an ideal teacher was a goal that could never be attained. 
Klassen, Durksen, Al Hashmi, Kim, Longden, Metsapelto, Poikkeus, and Gyori (2018) 
conducted a study on the critical non-cognitive attributes for effective teaching as perceived by 
education professionals (i.e., teachers and teacher educators) from England, Finland, Malawi, 
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and Oman. The results of the study showed that though there were cultural variations, there were 
some attributes that were preferred universally, such as: empathy, organization, and resilience. In 
addition to these, the participants from Oman emphasized the importance of communication, 
professional ethics, and enthusiasm and motivation. 
These cultural variations are what McKnight, Graybeal, Yarbro, and Graybeal (2016) 
expected when they conducted the Pearson Global Survey of Educator Effectiveness. However, 
the results of the survey showed that participants from all the countries valued the same 
characteristics as seen in the consistency of the answers across countries. According to the 
survey results, the most important qualities for primary and secondary school teachers across 23 
countries were: ability to develop trusting, productive relationships, patient, caring, kind 
personality, professionalism, subject matter knowledge, and knowledge of learners. However, 
this survey did not include data from either Oman or the Philippines. The question remains, to 
what extent does culture influence the perceptions of ideal teachers and the concept of teaching? 
Perceptions as Influenced by Socio-cultural Constructs and Environment 
Tatto (1998) argued that the purpose and philosophy of a teacher education program may 
shape and influence a teacher’s belief and affects their teaching. In a study involving 113 faculty 
members, 552 incoming student teachers, and 265 outgoing student teachers, Tatto (1998) 
explored how the beliefs on education, teaching, and roles of teacher educators and student 
teachers were shaped by the philosophy followed by the teacher education programs. Results 
showed the philosophy of teacher education programs influenced students’ perception as they 
graduated from the program. 
De Leon-Carillo (2007) conducted a study on the preconceptions of teachers’ role for 
Filipino pre-service teachers studying in a private Catholic university, using a metaphorical lens. 
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The study involved 125 students from a private university in Manila. The participants drew and 
wrote their explanations on how they perceived the role of teachers. Results showed that the 
participants perceived the role of teachers as: (a) knowledge source, (b) sets direction, (c) forms 
character, (d) agent of change, and (e) learner. Moreover, the study concluded that the 
preconceptions of teachers’ role for Filipino pre-service student teachers were highly influenced 
by cultural norms and the individual’s personal experiences. 
In addition, Alhamdan, Al-Saadi, Barouttis, Du Plessis, Hamid, and Honan (2014) 
conducted a study that looked at the representations of teachers in newspapers from five 
countries, namely, Saudi Arabia, South Africa, Oman, Bangladesh, and Australia. Results 
showed that there were four types of teachers represented: (a) the caring teacher, (b) the 
transparent professional, (c) the moral and social model, and (d) the transformative intellectual. 
Results of the study reflected that these newspaper representations also mirrored the socio-
cultural constructs and expectations of teachers. 
Likewise, Martikainen (2019) explored the social representation of a “typical” teacher of 
secondary students and teachers in Finland. The participants drew and explained their perception 
of a typical teacher. There were three types of teachers that emerged from the data of the teacher 
participants, namely, expert teacher, social and multitasking, and friendly and communicative. 
On the other hand, the students’ results showed these three types: formal and authoritarian, bored 
and indifferent, friendly and communicative. Results showed that the social representation of the 
participants differed from each other and deviated from the representation of a teacher in Finnish 
education policy. The education policy in Finland is founded on student-centered principles, 




Teacher Education Across Cultures 
Teacher education has various stakeholders and the accountability of education lies not 
just on the institution or educators, but on all stakeholders (Gok, 2017; UNESCO, 2017; 
Rodriguez, 2013; Tatto et al., 2016). This paper is built on the premise that the quality of teacher 
education is a product of a collective sensemaking of various stakeholders in education (Akiba, 
2017; Gok, 2017). Each stakeholder gives various weight to different aspects of education (Gok, 
2017). Moreover, this study answers the call to do more research on cross-national and 
comparative studies on teacher education, in collaboration with different nationals and 
stakeholders (Sleeter, 2014; Akiba, 2017).  
In this study, we focus on the Sultanate of Oman, one of the oldest Arab states (Al-Said, 
Al-Balushi, & Griffiths, 2017) and the Republic of the Philippines, the first democratic country 
in Asia (Maca & Morris, 2012). Both countries are ethnically and culturally diverse. Table 1 
shows a brief background of both countries. Currently, Oman is in the process of developing 
Standards for teachers as stated in the Education Strategic Plan (Oman Education Council, 
2018). Whereas, the Philippines have just revised the previous standards and implemented the 
new Philippine Professional Standards for Teachers (DepEd Order No. 42, 2017). Both countries 
had adopted a new education system in the recent years (Al Abri, 2011; Department of Education 
Order 21, s. 2019) as a response to globalization. Oman adopted the Basic Education system in 
1998 (Al Shabibi & Silvennoinen, 2018) with the goal of training Omani citizens to replace 
foreign workers for sustainability (Al Abri, 2011), on the other hand, the Philippines 
implemented the K-12 education system in 2012 to enable Filipino citizens to be globally 
competent (Department of Education Order 21, s. 2019). The current study attempted to fill the 
gap in literature since there are no published studies on the perceptions of ideal teachers and how 
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these perceptions relate to the goals and expectations of teacher education programs in either 
Oman or the Philippines. 
Purpose and Significance of the Study 
The purpose of this study is to explore the perceptions of an ideal teacher among various 
stakeholders of teacher education (i.e., policy makers, teacher educators, student teachers and in-
service teachers) from Oman and the Philippines. Understanding the perceptions of an ideal 
teacher is significant as it will aid stakeholders in developing education policy, teacher-training 
programs, teacher assessment tools, and improving teaching quality of teachers. Since there is a 
lack of comparative literature in examining the similarities and differences of the perceptions of 
“ideal” among stakeholders, this study attempts to fill that gap in the literature and shows that 
aside from policymakers, the perceptions of other stakeholders also need to be explored, since 
people’s ideal perceptions influenced how they perceive quality. 
Research Questions 
This study seeks to answer the following research questions: (a) What are the perceived 
characteristics of an ideal teacher of various stakeholders from Oman and the Philippines? (b) Do 
these perceived characteristics differ among stakeholders and across cultures? (c) How do these 
perceptions compare to the expected competencies of teachers as written in both countries’ 
respective education policies? (d) How do these perceptions compare to the participants’ 
perceptions of the goals of education and teacher education programs? 
Methods 
Participants 
The researchers utilized a convenience sampling. All the participants were in the field of 
education in Oman and the Philippines and were over the age of 18. This study answered the call 
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for a multi-level approach and thus included four groups of professionals. At least 38% (n = 40) 
of the participants were in-service teachers who were at the time of the study teaching in either 
secondary or elementary level in either public or private schools.  At least 35% (n = 37) were 
student teachers, who came from both public and private universities. Approximately 18% of the 
participants were teacher educators (n = 19), ten from Oman and nine from the Philippines. All 
of the teacher educators from Oman except one were teaching in a public institution. On the 
other hand, three teacher educators from the Philippines were teaching in a private institution, 
one was teaching in both public and private, while the rest taught in public institutions. The 
remaining 9% (n = 10) were policymakers, five from each country who were involved in 
education policy-making and decision-making in both basic education and higher education, 
nationally and locally. These policymakers were from public and private educational institutions 
and held the position of principal, school dean, or part of the governing body of education in 
their respective country. There were a total of 106 participants, 53 participants from each 
country. Table 2 shows the demographic data of the participants. All of the participants could 
understand and speak basic English, however, since both countries are multilingual, some of the 
participants were more comfortable code switching to their first language. Thus, some of the 
interview answers were translated to English from the original language they were spoken in 
(i.e., Arabic or Filipino). 
The Research Team 
 Following research recommendations of conducting cross-national study with team 
members of different nationalities, the research team was composed of people from three 
different countries. The first author is originally from the Philippines, was born and raised there 
and spoke both Filipino and English fluently. At the time of the study, the first author was a 
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doctoral candidate in a teacher preparation program in a university in the United States. Two of 
the authors are from Oman, one of whom had attained her doctoral degree from an established 
teacher education program in the United States. They spoke both Arabic and English fluently. 
The other two authors are professors in two separate universities in the United States. There were 
also a number of multilingual research assistants and graduate students, who helped in 
transcribing the interviews and coding the data. The researchers had no familial ties with the 
participants in the study.  
Ethical Considerations 
This study involved the participation of stakeholders from two countries, thus it had the 
approval of the Institutional Review Board (IRB) from the educational institutions the research 
team were part of, and the educational institutions the participants were recruited from. All 
participants were of legal age and were asked to sign a consent form explicitly stating they 
voluntarily agreed to participate and to being audio-recorded during the interview. Since the 
study explored personal experiences, the identities of the participants were kept confidential. 
There were no identifying names in any of the instruments. Pseudonyms were randomly assigned 
to each participant to assist the team in coding and analyzing the data. 
Research Design 
This is a qualitative study that explored the perceptions of ideal teachers of various 
stakeholders (i.e., policymakers, teacher educators, student teachers, and in-service classroom 
teachers) from Oman and the Philippines.  
Grounded Theory Approach. Previous literature studying different phenomenon in 
teacher education and comparative education encouraged the use of a grounded theory in 
analyzing data (Kirchhoff & Lawrenz, 2011; Rupp, 2016; Taber, 2000). The researchers 
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followed an “informed grounded theory” approach (Thornberg, 2012) since perceptions of 
stakeholders is socially constructed. Using this approach would mean extracting the meaning 
from the answers of the stakeholders, guided by previous literature on socio-cultural theories and 
figured worlds. 
A/r/tography and Metaphors. The researchers used a combination of a/r/tography, 
metaphor and coding to analyze the data. A/r/tography is a method that combines the image and 
the text (Springgay, Irwin, & Kind, 2005). It is a form of inquiry wherein the image and the text 
complements each other (Springgay et al., 2005) and does not have a pre-set of rules or criteria 
(Schultz & Legg, 2019). It involves the use and understanding of metaphors, which allows the 
researcher to perceive the answers not in a literal sense, but with complexity (Springgay et al., 
2005). Likewise, the use of metaphors in qualitative research can simplify complex realities and 
shed light on aspects that are not commonly seen (Lakoff & Johnson, 1980) since they are 
grounded in socio-cultural convention (Coffey & Atkinson, 1996). Moreover, metaphors can be 
used to provide structure to large data and as a rhetorical tool that could evoke emotions 
(Carpenter, 2008). Understanding the concept of the “ideal teacher” for the participants entails 
painting a visual image of the characteristics of the “ideal” and how this image has influenced 
how people perceive teachers, teacher education, and education in general.  
Data Sources 
Semi-structured Open-Ended Interview. The researchers used structured open-ended 
interview questions to gather the data needed. The interviews were administered by the 
researchers, all of whom had finished the required IRB training and could speak the local 
language of the specific country. The interview was transcribed by research assistants, who had 
also undergone IRB training and was validated by the primary investigator. The participants 
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were asked several questions on their views regarding teacher education, the goal of education 
and their ideal teacher. The researchers collected the data, transcribed the interviews and did the 
analysis for their respective country. Approximately 26% of the transcripts had undergone inter-
rater reliability check. The inter-rater agreement for the transcription is at 98.2% with a range of 
90.2% to 99%. 
Since the researchers used grounded theory analyzing the data, inductive coding was 
done, wherein the exact words of the participants were copied arranged in a table according to 
categories of stakeholders. The data was coded initially using Microsoft Word. Words that were 
similar or were related to each other were grouped together in a bucket. The buckets were 
labeled with the following titles: Innate Characteristics, Physical Characteristic, 
Heart/Love/Passion, Characteristics in Relation to Other People/Society, Pedagogy, 
Content Knowledge, Skills (i.e., technology, research, self-study), Teaching and Delivery, 
and Formal Training/Professional Requirement. Afterwards, the researchers compared the 
columns to identify similarities and differences among stakeholders and between countries. The 
inter-rater agreement for the coding of the transcriptions is at 83% with a range of 79% to 88%. 
The coders settled disagreements through discussion. 
Education Policy Documents. The data collected from the interview answers were then 
compared to the education policy documents. For the Philippines, the documents used were the 
Philippine Professional Standards for Teachers (DepEd Order No. 42, 2017), and the updated 
competencies expected of a graduate of teacher education (CMO No. 77, s. 2017). For Oman, the 
education policy documents that were used were the Strategic Plans of the Ministry of Education 
(2018), and the Summary Report (2012) of the Ministry of Education. All the policy documents 
were coded qualitatively using inductive coding. Similar to the interviews, key words and 
30 
 
phrases were highlighted and arranged in groups in a table. The inter-rater agreement for the 
coding of the education policies is at 89.65% with a range of 79% to 100%. Disagreements were 
settled through discussion. 
Findings 
To answer the first research question, the researcher used a combination of a/r/tography 
and metaphor to symbolize the ideal teacher as perceived by the stakeholders. Figure 1 shows the 
visual interpretation of the data on the ideal teacher.  
 
Figure 1: The visual image of an ideal teacher according to the stakeholders. 
The metaphor “superhero” shows that people expect a lot from teachers and tend to put 
teachers on pedestals as seen through the answers, “good role model,” “good person,” “model in 
all aspects of life,” “teacher who can do it all,” and “best in the world.” This echoes previous 
literature on teachers being role models and having a good personality (Alhamdan et al., 2014; 
Ates & Kagioglu, 2018; Kozikoglu, 2017; McKnight et al., 2016; Palmer, 1910; Tunca et al., 
2015). Likewise, teachers are expected to do much more than teaching as seen in the answers 
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“who can educate not just within the classroom but also in their life experiences” and another 
who said “do beyond what is expected.” People also perceived teachers to be all-knowing as 
evidence by the various response from the participants such as “expert in her subject”, 
“knowledgeable about their lessons”, and “like an encyclopedia.” This reflects majority of the 
previous studies that stated knowledge as one of the important characteristics of an ideal teacher 
(Arnon & Reichel, 2007; De Leon-Carillo, 2007; Kozikoglu, 2017; Mc Knight et al., 2016; 
Palmer, 1910; Pozo-Munoz, et al., 2000; Rubin, 1981; Vlad & Ciascai, 2014; Zhang et al., 2015) 
The stakeholders perceived the ideal teacher as a human being who is loving and compassionate 
as seen through various answers using the word “heart,” “love,” and “compassionate” which is 
consistent with the literature where teachers are seen as humane (Kozikoglu, 2017) and caring 
(Alhamdan et al., 2016; McKnight et al., 2016). The respondents also perceived the teacher to be 
“technology driven” and dynamic as seen through the answers “with lots of energy” and “not 
boring.” This is in line with previous studies that looked at the characteristics of effective 
teachers in Oman (Klassen, et al., 2018) and in other countries (Budak, 2011; Palmer, 1910; 
Rubin, 1981). This type of analysis gave a visual picture of an ideal teacher, but it also led to 
more questions. such as how do we measure “touching hearts” or compassion? How can we 
assess the characteristics of an ideal teacher?  
Answering the second research question, the following themes and characteristics were 
similar across stakeholders in the Philippines: (1) having passion or heart for teaching, (2) 
establishing positive relations with students and other people, (3) having innate positive 
characteristics and being a positive role model, and (4) being competent in teaching and delivery. 
Similarly, the following themes were similar across stakeholders in Oman: (1) establishing 
positive relations with students and other people, (2) having innate positive characteristics and 
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being a positive role model, having content knowledge, (3) having technology and up-to-date 
skills, and (4) being competent in teaching and delivery. The similarities across cultures and 
levels of stakeholders were: (1) establishing positive relations with students and other people, (2) 
having innate positive characteristics and being a positive role model, and (3) being competent in 
teaching and delivery. The differences across culture reflect what Klassen et al. (2018) 
concluded that there were similarities in the preferred qualities of ideal teachers, however there 
were some cultural variations. This supports the idea that people’s perception of the ideal teacher 
is influenced by shared cultural beliefs, teacher education philosophy, and experience (De Leon-
Carillo, 2007; Klassen et al., 2018; Tatto, 1998). In addition to this, geographical location and 
resource accessibility may also play a role in the difference, for example, the theme of 
technology skills across Omani stakeholders is not seen in the Philippines. This may be 
attributed to the fact that 90% of the Omani schools have access to internet, whereas in the 
Philippines, only 12% have (UNDP, 2018).  
Interestingly, there is no distinct difference in the themes that emerged from the 
Philippine in-service teachers and student teachers. Using a figured world lens, the similarities 
between the Filipino in-service teachers and student teachers may be attributed to having an 
established education policy that states the standards expected of teachers, which serves as a 
figured world. The student teachers are formed and trained in teacher education programs of 
what behaviors and attitudes are expected of teachers. Thus, when asked of their ideal teacher, 
the Filipino student teachers gave answers that are similar to in-service teachers. This reflects 
previous literature (Brownell, 2017) that students would emphasize the figured world of the 
education policy (i.e., the teacher education program) in an effort to make their identity and 
views fit within the realms of the said figured world. On the other hand, there is a distinct 
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difference between the Omani in-service teachers and student teachers since Oman is still in the 
process of creating their standards for teachers. In addition, the Omani student teachers 
mentioned physical characteristics, such as always smiling and dressed presentably for class, 
whereas in-service teachers did not.  
According to research (Arnon & Reichel, 2007), student teachers have an image of the 
ideal teacher that has been formed by their socio-cultural and educational background, and that 
they enter pre-service teacher education with their own theories of teaching and learning that are 
shaped by their experiences, but then are eventually replaced by academic theories that are 
considered to be of more value in teaching (Furlong, 2013). This might explain why student 
teachers mentioned physical characteristics, but in-service teachers who have been immersed in 
the teaching field did not. This also mirrors previous literature that students focus on physical 
appearances, such as the way a teacher looks, whereas teachers focus on teaching skills 
(Martikainen, 2019; Vlad & Ciascai, 2014). Moreover, the difference between the perception of 
student teachers and in-service teachers of “ideal teachers” allows us to see how the teaching 
experience and teacher education programs affect their ideas of teaching (Arnon & Reichel, 
2007). On the other hand, the similarities between Filipino in-service teachers and student 
teachers may be attributed to the extent of the time, the student teachers have spent teaching 
inside the classroom. All of the Filipino student teachers who were interviewed in this study had 
just completed or were almost finished with their student teaching and field work hours. Thus, 
their views may have been heavily influenced by their experience inside the classroom and their 
field work. This is reflected by most of their answers wherein they gave examples and 
justifications based on their actual classroom experience. 
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Comparing the stakeholders within each country, most have similar answers. The only 
distinct differences are most of the Omani stakeholders did not mention anything related to 
pedagogy, however pedagogy is a salient feature in the various programs offered by the Omani 
Government’s Specialized Centre for the Professional Training of Teachers (MOE, 2014), which 
delivers in-service provision for already qualified teachers in the Sultanate. Moreover, Oman is 
in the process of developing standards for teachers, and pedagogy is a significant characteristic 
in the current draft. Similarly, majority of the Filipino stakeholders did not mention anything 
related to technological skills. This is interesting because in the Philippine Professional 
Standards for Teachers (DepEd Order No. 42, 2017) and the updated teacher education 
curriculum (CMO No. 77, 2017), the ability to use technology is one of the competencies listed 
in both official documents.  This may reflect the results of Zhang et al. (2015) in which 
technology skills are viewed as the least important skill for teachers. In addition, all Philippine 
stakeholders had answered something related to “passion” or having a “heart for teaching.” This 
reflects previous literature that stated ideal teachers should have the passion and love for 
teaching (Arnon & Reichel, 2007; Palmer, 1910).  
To answer the third research question, we compared the competencies stated in the 
official documents of each country to the answers of the stakeholders. Looking at the Philippine 
Professional Standards for Teachers (DepEd Order No. 42, 2017), there are seven competency 
domains expected of quality teachers, namely: (1) content knowledge and pedagogy, (2) learning 
environment, (3) diversity of learners, (4) curriculum and planning, (5) assessment and reporting, 
(6) community linkages and professional engagement, and (7) personal and professional 
development. On the other hand, the competencies that were expected from the graduates of 
teacher education as stated in the CMO Nos. 74 to 77, 2017 were: (1) deeply rooted education 
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foundations, (2) mastery of content, (3) competence in teaching and pedagogy, (4) curriculum 
and planning, (5) technological skills, (6) higher order critical thinking skills, (7) professional 
and ethical behavior, (8) rooted to reality, and (9) a lifelong learner. All of the domains were 
mentioned by at least one stakeholder, however both documents explicitly stated having 
language proficiency, and none of the stakeholders mentioned anything related to language 
proficiency. On the other hand, there are no mention of passion in any of the official documents, 
yet all Philippine stakeholders had answered something related to “passion” or having a “heart 
for teaching.” 
Since Oman is currently in the process of establishing national professional standards for 
teachers (Education Council, 2018), there is no specific document to compare the competencies 
expected of teachers. Instead we looked at two different documents that contain the expected 
competencies of graduates in the Strategic Plans of the Ministry of Education (Education 
Council, 2018), and the Summary Report (2012) of the Ministry of Education. The competencies 
mentioned in the Strategic Plan were not specific to education graduates and included 
specialization knowledge, technological and field related skills, spiritual values, language 
proficiency, professional ethics, community and nationalism, and lifelong learner. All of which 
were mentioned by the Omani stakeholders, except for language proficiency, which was similar 
to the Philippines. This reflects previous literature that shows the importance of community 
relationships and professional values in Omani context (Klassen et al., 2018).  
 To answer the last research question, we analyze the participants’ perceptions of the goals 
of education and teacher education. In terms of looking at the goals of education, the similarities 
across all Philippines stakeholders were: to develop holistic individuals and to prepare 
individuals to be productive members of their society. For Oman on the other hand, the 
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similarities across all stakeholders were: to equip individuals with the appropriate skills needed 
for work and to prepare individuals to be of service and productive members of their society. It is 
interesting to note that both Philippine and Omani stakeholders believed that the goal of 
education is social in nature and its importance in nation building and community development. 
These views of the goals of education match with the Philippine and Omani views of ideal 
teachers since the stakeholders from Oman believed that skills and inter personal characteristics 
were important features of an ideal teacher, while for the Philippines, both inter and intra 
personal characteristics were important. For teacher education goals, majority of the stakeholders 
from both countries believed that teacher education programs should prepare future teachers to 
deal with the demands of teaching by being up-to-date with the needs of society, and being 
equipped with the necessary skills and content knowledge needed to deliver the lessons. Again, 
these perceptions of the goals of teacher education reflect the views of both countries’ 
stakeholders’ perceptions of ideal teachers. It is interesting that a number of stakeholders from 
both countries emphasized the importance of up-to-date teacher education programs in providing 
quality education, this echo previous literature saying that a number of programs are still 
outdated and thus this traditional mindset is a huge barrier to education development (Budak, 
2011; Greenberg, et al., 2013).  
Notable Themes from the Data 
One of the notable themes to surface in the analysis is the concept of “perfection in 
teachers” and the “humaneness of a teacher.” Teachers are often expected to do beyond teaching. 
Palmer (1910) depicted the teacher as an individual who will “rise above ordinary human 
conditions” (p. 26). This is reflected in the answers of most stakeholders, wherein ideal teachers 
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are expected to be “perfect” as seen in the following quote from an in-service teacher from the 
Philippines. 
“Because here in the Philippine island, you know when you say you are respected as a 
teacher, you are required to act as a teacher… We should be like perfect, which is that it 
can be very impossible for us because we're only human.” (PIST2) 
 
Kozikoglu (2017) stated that one of the dominant constructs of an ideal teacher is 
“humaneness.” With all of the expectations of teachers, it is important to note that they are 
human beings too. It is interesting to note that a number of the stakeholders from both Oman and 
the Philippines mentioned the importance of “humanity” in teacher education as seen in the 
following quote from an Omani in-service teacher. 
“It’s just to prepare them, to prepare each and every teacher how to be human first.” 
(OIST1) 
Discussions 
The results from this analysis seem to reflect previous literature that there are some 
characteristics that are sought after across cultures, such as establishing positive relations with 
students and other people, having innate positive characteristics and being a positive role model, 
and being competent in teaching and delivery, however there are so-called cultural variations as 
well (Klassen, et al., 2018; Wolhuter, et al., 2013). These cultural variations such as giving 
premium to academic skills, academic achievement, and cultural values can be attributed to the 
differences in shared cultural beliefs, experiences, and education philosophy (De Leon-Carillo, 
2007; Klassen, et al., 2018; Tatto, 1998).  
Explaining Cultural Differences  
The difference between the two countries may be attributed to the difference in cultural 
context and experiences of the stakeholders. For example, in Oman’s education policy 
documents (Education Council, 2018; MOE, 2012), spiritual values are clearly indicated in the 
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expected competencies of their students, however this is not seen in the Philippine policy 
documents, although the Philippines has subjects, Values Education and Edukasyon sa 
Pagpapakatao2 in the curriculum. Moreover, Oman’s education reform goal is sustainability of 
their country’s workforce to become independent of foreign workers (Al Abri, 2011). Whereas 
the education reform goal of the Philippines is for Filipino citizens to be globally competent as 
human capital and labor export is a major source of the country’s income (Mendoza, 2015). 
Thus, Omani stakeholders give premium to skills and technology because of the strengths and 
resources of their country and education system. On the other hand, “brain drain” or the exodus 
of highly qualified teachers to other countries due to lack of resources and benefits for local 
teachers. Thus, many of the Filipino in-service teachers included in this study are a few of those 
who choose to remain in the country due to their own nationalistic feelings and passion for 
teaching. Hence, it is understandable that they emphasized “passion for teaching” and having a 
heart as important characteristics of an ideal teacher, because that is the primary reason they have 
stayed in the profession. 
Missing Characteristic 
Previous literature showed that communication skills are integral for effective teachers 
(Klassen et al., 2018; Kozikoglu, 2017; Pozo-Munoz, et al., 2000; Rubin, 1981) however, it was 
interesting that it was not mentioned by any of the participants. This implies that communication 





2 Edukasyon sa Pagpapakatao does not have a direct translation to English. Based on the description of the 
Department Education it is a mixture of two disciplines: Ethics and Career Guidance that is rooted in the philosophy 
of personalism and virtue ethics (DepEd Order 21, 2019) 
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Perfection in Imperfections 
The concepts of “perfection” and “humanity” are two opposing themes presented in the 
analysis. The concept of being “human” connotes making mistakes, which is the exact opposite 
of being perfect. How then can we reconcile being perfect with being human? Interestingly, both 
Wolhuter et al. (2013) and Palmer (1910) emphasized that it was impossible to have an actual 
person embody all the characteristics of an ideal teacher. How then do we solve lifting Thor’s 
hammer when becoming the ideal (i.e., best) teacher is unattainable? We solve this by reframing 
our idea of “perfection.” Just as the education system is shifting towards a learner-centered 
approach, we should also shift our ideals of how a teacher should be. It is not about building the 
“perfect” or “ideal” teacher, rather it is recognizing the unique strengths and talents of teachers 
and training them to utilize these strengths to effectively teach their students. Mistakes and 
vulnerability are part of the learning process, and as teachers learn, they also become better. It 
may be impossible to be the “ideal” teacher, but it is possible to continue striving for a better and 
more socially just, diverse, and humane teacher education. In the end, it is not a question of 
“what do we do to become ‘the ideal’?” Instead, we should ask ourselves “how do we build a 
more humane education system?” 
Implications 
 Previous literature show that a number of programs still produce teachers that are not 
competent in teaching (Greenberg, et al., 2013; UNESCO, 2017). This implies that a number of 
teacher education programs must undergo reforms to be up-to-date and produce quality teachers. 
Thus, teacher educators must review the current teacher education curriculum and outcomes and 
ensure that the content is still relevant to current classroom teaching and updated education 
policy. Moreover, teacher educators should work closely with in-service teachers in planning 
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their program and providing more opportunities for student teachers to be immersed in actual 
classroom teaching. For policymakers, they should collaborate with other stakeholders to 
identify the qualities of a teacher and the resources needed inside the classroom. Even though, 
the education system is moving towards a learner-centered approach, policymakers should also 
construct policies that protect and benefit teachers, whether it is compensating them for 
additional work or protecting their rights inside the classroom. For in-service teachers, they 
should continue striving to be better by attending professional development opportunities or 
pursuing self-learning. They must remember that though passion is important, so is updated 
teaching skills and content. For future researchers, this study is not perfect and has some 
limitations such as the relatively small sample size does not represent the whole population of 
stakeholders from both countries, thus cannot be generalized. Further research on the 
quantifiable characteristics of an ideal teacher involving more stakeholders should be done. 
Since the trend of education is leaning towards learner centeredness and there are no studies on 
the qualities of a competent teacher in the point of view of students, future research can be done 
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Table 1 Brief Background of the Oman and Philippines 
 Sultanate of Oman Republic of the Philippines 
Government • Absolute Monarchy  
• Chief of State is the Sultan 
• The Council of Oman discuss the 
legislations and policies according to 
the Sultan’s directives and directs the 
Ministers. 
• Democratic with 3 branches (6 
years per term for national 
government and 3 years for 
local government) 
• Executive branch: President 
• Legislative branch: Senate and 
Congress  
• Judiciary branch: Supreme Court 
led by the Chief  
Geography & 
Location 
A coastal country on the Southeastern 
part of the Arabian Peninsula, 
bordered by the Arabian Sea and Gulf 
of Oman in the East, the United Arab 
Emirates on the Northwest, Yemen in 
the Southwest, and Saudi Arabia in the 
West. 
An archipelago of 7,600 islands in 
Southeast Asia that is bordered by 
the West Philippines Sea in the 
West, the South China Sea in the 
North, Celebes Sea in the South 
and the Pacific Ocean in the East.  
Demographics • Total population of 4.83 million, 
population density of 15.6 people 
per square kilometer (World Bank, 
2019a)  
• Religion is predominantly Muslim 
(NationMaster, 2020) 
• 12 spoken languages (Al-Said et 
al., 2017)  
 
• Total population of 106.65 
million, population density of 
357.7 people per square 
kilometer (World Bank, 2019b) 
• Religion is predominantly 
Catholic (NationMaster, 2020) 
• 171 languages spoken in the 




• 3 years of early childhood 
education 
• 10 years of basic education 
• 2 years of post-basic education 
• 4 years of higher education  
• 12 years of basic education 





Table 2 Demographics of Participants 
Demographic Oman Philippines Total 
Total Number of 
Participants 
53 53 106 
Policymaker 5 5 10 
Teacher Educator 10 9 19 
In-Service Teacher 19 21 40 
Student Teacher 19 18 37 
Gender    
Male 16 8 24 
Female 37 44 81 
Non-binary 0 1 1 
Age Range    
18-21 years old 1 13 14 
22-30 years old 15 13 28 
31-40 years old 22 12 34 
41-50 years old 10 8 18 
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This study explored the perceptions of education policy for various stakeholders of 
teacher education (i.e., policy makers, teacher educators, student teachers and in-service 
teachers) from Oman and the Philippines. It also investigated the similarities and differences of 
these perceptions among stakeholders and how their understanding of the said policies compared 
to what was actually written in official policy document. The researchers utilized a grounded 
theory approach in analyzing qualitative interview data from 106 participants and education 
policy documents. The results supported previous literature that most stakeholders had a negative 
perception of education policy, however, findings also suggested that these negative perceptions 
might have stem from misinterpretation and mis-implementation of the said education policies 
and not from the nature of the policy itself. 
Keywords: education policy, perceptions, teacher education, teacher educators, 






The Juxtaposition of Education Policy and Teacher Education: Perceptions from Teacher 
Education Stakeholders 
Literature has showed that education policy is a significant factor influencing education 
quality (Helmsley-Brown & Sharp, 2003; Hunt, 2015). Education policy is relative to the 
governing structure of a country (Sezer, 2018). For the current study, we define education policy 
as a set of rules, philosophy, standards, and norms that are prescribed and enforced by a 
governing body within a specific locality to ensure the attainment of pre-set goals. The study 
explored the perceptions of the current education policy in Oman and the Philippines from the 
various stakeholders, namely policymakers, teacher educators, student teachers, and in-service 
teachers.   
A number of literature (Afdal, 2013; Colley, 2014; Kuhlee, 2017) showed that education 
policy is complex and must involve multiple stakeholders from various levels in order to create 
and implement an appropriate education policy. For example, Afdal (2013) presented a 
comparison of the educational system and policy-making process of Norway and Finland. 
Through an interview with various policymakers from the two countries, the researcher was able 
to identify the differences between the two education systems in terms of education policy. For 
instance, in Norway, the degree of government power and control in education policy is high and 
political ideology is considered more relevant than knowledge in the education field. On the 
other hand, in Finland, there is a transparency in the process and the control is at the hands of 
those in the academe. There is a mutual trust between the academe and the Finnish government 
in policy making and all policies are discussed and agreed upon by both parties before 
implementation. It is because of this collaboration and mutual trust that the Finnish education 
policies are rooted and relatable to classroom practice compared to other countries. Thus the 
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question remains: does collaboration among stakeholders solve the perceived gap between 
education policy and practice? 
The Perceived Gap Between Education Policy and Practice 
The Norwegian model is quite common for other higher education institutions in Europe 
and globally (Afdal, 2013). This education model may result in the gap between education policy 
and teacher education practice. For example in Bartlett, Otis-Wilborn, and Peters (2017) where 
the implementation of the Teacher Performance Assessment (edTPA) in special education 
teacher education programs in the United States disempowered teacher educators and disrupted 
the program dynamics, since the implementation of edTPA meant that teacher education 
programs had to allot resources for their student teachers to accomplish the edTPA requirement 
for certification purposes. Similarly, there was a negative perception of education policy as seen 
in Sezer (2018), where the prospective teachers in Turkey perceived education policy negatively. 
Sezer explored the perceptions of education policy of prospective teachers from Turkey using 
metaphor analysis and focus group interviews. Results showed that prospective teachers 
perceived education policy as subjective because they were made by selective individuals who 
were far removed from the academe. 
In a study conducted in Germany, Kuhlee (2017) found that student teachers and teacher 
educators had a negative perception of the mandate requirement of credits in a teacher education 
program. Likewise, Colley (2014) suggested that the gap between education policy and teacher 
education programs in West Africa might be attributed to the lack of communication between 
policy makers and those in the teaching academe. The lack of communication among 
stakeholders might also be the cause of lack of awareness and understanding of the education 
policy process as seen in Goldman and Grimbeek (2009) and Burton, Knaster, and Knieste 
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(2015), wherein student teachers in Australia and the United States respectively reported that 
they were not fully prepared in terms of understanding education policy and implementing these 
policies when they taught inside the classrooms. 
The Gap in the Literature 
 A search through the following databases ERIC, EBSCO host, Proquest, Taylor & 
Francis Online, and Sage for literature on education policy and its connection to teacher 
education resulted in a limited number of empirical studies that were written in English and were 
in peer reviewed journals. A number of studies were set in the United States and the United 
Kingdom, and a few were from Argentina, Australia, Finland, Norway, Portugal, Canada, 
Anglophone West Africa, Germany, and Turkey. Most of the articles were conceptual and 
theoretical essays on education policy and teacher education. Majority of the studies investigated 
document and policy analysis. It is important to note that these studies used only the information 
from the documents and the policies to analyze and address their research questions. Even 
though document and policy analysis is a legitimate form of empirical research, this genre has its 
limitations. In terms of looking at how education policy is related to education practices, doing 
solely a document or policy analysis will not produce reliable results. For example, in Lerman 
(2014), the author was studying the effects of policy on mathematics teacher education but 
utilized document analysis of self-evaluation document (SED), which was a tool used by the 
different Initial Teacher Training (ITT) providers in England, to address this question. First of 
all, the SED might not be accurate due to its self-reported nature. Moreover, analyzing the 
documents alone did not give the researcher the whole picture. If the researcher wanted to 
determine the effects of the education policy on Mathematics teacher education, s/he could have 
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interviewed teacher educators and student teachers and ask them the effects of the policy on their 
field.  
 This is not to belittle or to lessen the importance of document analysis and policy 
analysis, but more empirical research in teacher education and education policy should involve 
data collected from stakeholders in the field. Just as there is a so-called “gap” between theory 
and practice, there is also a “gap” between what is written on paper and what is being 
implemented. This could be seen in Pini and Gorostiaga (2008), in which the findings showed 
that there were concerns in the implementation of strong education policies in Latin America, 
specifically in Argentina, where the printed text of the policy was considered to be so generic 
that it was not relative to the current local education system. Moreover, the education policies 
did not foster the development of teachers or provide good labor conditions for them.  
 In summary, echoing Colley (2014), Afdal (2013), and Kuhlee (2017), the education 
policy making process is complex and should involve various stakeholders at different levels. 
There should be an open communication among various stakeholders similar to the Finland 
model (Colley, 2014) in order to produce education policy that is inclusive and relevant to the 
needs of all stakeholders at all levels of teacher education. 
Globalization and its Effects on Relevant Education Policies 
Recent global trends influenced the globalization and internationalization of education, 
including teacher education (Akiba, 2017; Larsen, 2016). Globalization is driven by economy 
needs and policymakers feel compelled to construct education policies that respond to the needs 
of globalization (Roth & Ronnstrom, 2015). As the trend in teacher education shifts towards 
globalization, Kuhlee (2017) discussed the concept of “education policy borrowing,” which is 
defined as implementing a foreign education policy to a locality. Kuhlee (2017) explored how 
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the Bologna Higher Education process, which is a move made by European countries in 2010 to 
have comparable standards and quality in higher education in European countries, had changed 
the landscape of higher education in European countries and concluded that there was still a need 
to focus on the micro-levels in implementing education reforms when using education policy 
borrowing. There is a growing number of literature that calls for a change in education policy to 
be more relevant to the needs of the teachers and the education system as a whole (e.g., Aspfors 
& Eklund, 2017; Shirrell & Reninger, 2017; Yuan & Zhang, 2017).  
Both Oman and the Philippines adopted new education systems in recent years as a 
response to globalization (Al Abri, 2011; Department of Education Order 36, s. 2012). However, 
that is where the similarities between the two countries stopped. The two countries have different 
forms of government, whereas Oman has an absolute monarchy government and is officially 
known as the “Sultanate of Oman”, the Philippines is a democratic country, whose official title is 
the “Republic of the Philippines.” To further understand the cultural and national context of each 
country, we provide the following short overview of each country. 
The Sultanate of Oman is located in the southeastern coast of the Arabian Peninsula. It is 
one of the oldest Arab states in the Arab world and because of its coastal geographic location, 
surrounded by the Persian Gulf and Arabian Sea, it was considered a gateway to East Africa and 
Asia, and allowed it to be a trading hub historically (Al-Said, Al-Balushi, & Griffiths, 2017). As 
of 2018, the total population of Oman was at 4.83 millions with a population density of 15.6 
people per square kilometer (World Bank, 2019a). Oman is an ethnically diverse cultural country 
with 12 spoken languages (Al-Said et al., 2017). Oman has a monarchial type of political 
structure, with the Sultan as the Chief of State and head of the government. The Sultan discusses 
the plans with the Council of Oman, who in turn discuss the legislation and policies, and directs 
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the Ministers (including the Ministry of Education and Higher Education) to develop strategies 
and principles to be followed. The Ministry of Education is responsible for regulating basic 
education, while the Ministry of Higher Education is responsible for higher education institutions 
(Oman Education Council, 2018). The Omani education system has undergone many reforms 
throughout the years (Oman Ministry of Education, 2012). Public education has been free since 
1970, but was only compulsory starting 2016 (Al-Said, et al., 2017). Education structure in 
Oman is composed of three years of early childhood education, followed by 10 years of basic 
education, and two years of post-basic education, and finally four years of higher education 
(Oman Ministry of Education, 2012). As of 2017, there are 29 private colleges and universities in 
Oman, one government university, and 6 government colleges of applied sciences (Oman 
National Centre for Statistics and Information, 2017). Based on the most recent National 
Strategy Plan for Education (Oman Education Council, 2018), some of the identified challenges 
of the education sector were: (a) utilizing data and statistics to inform education policy, (b) 
developing professional standards and quality regulations for teachers, (c) developing education 
policy that would support sustainable funding for education, (d) strengthening resources to 
provide support for research development, and (e) applying research findings to education. 
The Republic of the Philippines is an archipelago of 7,600 islands in Southeast Asia. It is 
bordered by the Pacific Ocean in the East, the West Philippines Sea in the West, the South China 
Sea on the North, and the Celebes Sea in the South. According to Ethnologue (2019), there are a 
total of 171 languages spoken in the whole country; however only 19 of these languages are 
recognized by the Department of Education as languages of instruction in the implementation of 
the Mother Tongue Based-Multilingual Education (Department of Education Order 28, s. 2013; 
Department of Education Order 16, s. 2012). As of 2018, the total population of the country is at 
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106.65 million with a population density of 357.7 people per square kilometer (World Bank, 
2019b). The history of the Philippines contributed to its ethnically diverse culture and education 
system, since it was colonized by the Spaniards, Americans, and the Japanese. When the United 
States conquered the country, they introduced a democratic government and a public-school 
system patterned after the American model, making it the first democratic country in Asia (Maca 
& Morris, 2012). Elections for local government officials occur every three years, while national 
elections are every six years. Unlike in the United States, the incumbent President cannot run for 
re-election as stated in the 1987 Constitution, which was established after the 1986 People Power 
Revolution that overthrew a dictatorial regime of more than 14 years. Thus, the Presidential 
Cabinet members (including the Department of Education Secretary) are changed by 
appointment as a new President is sworn into office. Prior to 2012, the Philippines had 10 years 
of basic education followed by four years of higher education, however in response to 
globalization, the country implemented the K-12 education system in 2012, which is composed 
of 12 years of basic education and four years of higher education (DepEd Order 36, s. 2012). 
Similar to Oman, there is a regulating body for basic education, which is the Department of 
Education (DepEd), and the Commission on Higher Education (CHED) for higher education. As 
of 2019, there are a total of 1,963 higher education institutions in the Philippines (CHED, 2019), 
of which, 111 are state universities and colleges, 118 are local colleges and universities, 1,721 
are private higher education institutions, and 13 are other government schools. This number does 
not include satellite campuses of universities. Based on the most recent Philippine Development 
Plan for 2017-2022, one of the goals set was to improve the quality of higher education and 
research capabilities for globalization competitiveness (National Economic and Development 
Authority, 2017). It is because of this and the implementation of the K-12 education system, that 
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CHED implemented changes in all higher education programs curriculum, including teacher 
education programs (CHED M.O. 74, s. 2017). 
Using Grounded Theory in Cross-Cultural Studies 
Grounded Theory. Grounded theory is a method rooted in pragmatism that is often 
associated with qualitative research (Strauss & Corbin, 2008). In grounded theory, the 
researchers do not typically start the research with a theoretical framework, thus research 
questions are often broad with no pre-determined concepts (Corbin, 2017; Strauss & Corbin, 
2008). The concepts are constructed from the participants’ answers and elicited through constant 
comparison of the data, thus grounded theory is more appropriate for an explanation of a social 
process or phenomenon and not for testing hypothesis (Azungah, 2018; Corbin, 2017; Lingard, 
Albert, & Levinson, 2008; Strauss & Corbin, 2008).  Using a grounded theory approach allows 
the participants the freedom and flexibility to share their perspectives on a certain phenomenon 
without pre-determined notions of the researcher (Azungah, 2018). This approach works on the 
premise that a phenomenon is socially constructed and could be understood better through the 
perspectives of the people (Azungah, 2018). Grounded theory is often associated with the 
inductive approach (Corbin, 2017; Strauss & Corbin, 2008; Thornberg, 2012). However, since it 
is innately flexible and open, grounded theory has evolved and branched out to address the needs 
and purpose of various researchers (Darling, 2016; Strauss & Corbin, 2008).  
Researchers who use grounded theory in their research normally would not start with a 
theoretical framework, instead use the previous literature as a justification to the methods they 
choose to employ (Strauss & Corbin, 2008). Thornberg (2012) proposed the “informed grounded 
theory” which is rooted in constructivist grounded theory. According to Thornberg, there are 
problems with the classic view of grounded theory not relying on available literature or 
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theoretical framework, since a phenomenon is socially constructed. Hence, it should be informed 
by existing literature and theoretical frameworks but still grounded in the data. In this view, 
which is rooted in pragmatism, theories are judged and critically analyzed in terms of their 
relevance to the main topic as construction of knowledge is seen as ongoing and made through 
social interaction.  
Best Practices in Cross-Cultural Studies. In the current study, the researchers 
recognized that the perception of education policy is a socially constructed phenomenon, thus, 
there may be issues when it comes to cultural equivalence in cross-cultural studies (Schaffer & 
Riordan, 2003). A cross-cultural study is defined as a study that focuses on the comparison of 
participants’ responses across different cultural samples and settings (Schaffer & Riordan, 2003). 
Previous research (Kirchhoff & Lawrenz, 2011; Rupp, 2016; Taber, 2000) recommended the use 
of the grounded theory in comparative studies in teacher education. However, there are some 
issues in cross-cultural studies, some of which are: culture inequivalence, equating culture and 
country, not matching samples, language barrier, lack of cultural competence, and conceptual 
inequivalence (Schaffer & Riordan, 2003). Often researchers equate country to culture and 
assume that as long as one lives in the same country, one shares a common culture (Schaffer & 
Riordan, 2003). This does not take into consideration diverse countries.  
In this case, Oman and the Philippines are geographically different. The Philippines is an 
archipelago composed of 7,600 islands. Each region has its own language and culture that is 
distinct from its neighboring regions. Thus, equating country to culture would not capture all of 
the relevant cultural factors within the subculture (Schaffer & Riordan, 2003). Previous research 
(Azungah, 2018; Darling, 2016; Evered & Louis, 1981; Schaffer & Riordan, 2003) has shown 
that one of the best practices to deal with these issues is to use a combination of inductive and 
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deductive approach in analyzing the data. This entailed combining the two approaches when 
making cultural comparisons and deriving universal components of constructs from the data 
(Schaffer & Riordan, 2003). For example, the researchers would use the deductive approach in 
identifying categories for coding based on previous literature, then use inductive approach to 
identify patterns and themes from the data, eventually combining the results from the deductive 
approach and inductive approach (Azungah, 2018). For this specific study, we used a 
combination of inductive and deductive approach. The inductive approach was mainly used for 
extracting themes and patterns from the interview data, then deductive approach was used to 
analyzed the education policies and documents. Through this approach, one is able to address 
cultural issues such as lack of cultural competence, by having an in-depth understanding and 
insider perspective of the data (Darling, 2016).  
Purpose and Significance of the Study 
 A glaring implication of the literature review is the lack of empirical research on the 
relationship between education policy and teacher education programs in countries like Oman 
and the Philippines. Specifically, there are no studies that explore the perceptions of the various 
stakeholders on education policy. Majority of the research that were identified during the search 
were conceptual and prescriptive research done in other countries. Even though these 
(conceptual and prescriptive researches) have their purpose, we cannot disregard the importance 
of empirical research, especially in a world where facts are often associated to data generated 
using statistics. 
 The current study contributes to the literature as it explores the general perceptions of 
policymakers, teacher educators, student teachers, and in-service teachers on the current 
education policy in their respective countries. Exploring these perceptions will enable us to 
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determine the challenges and issues various stakeholders encounter with the current education 
policy. Moreover, this would help identify what areas of education policy various stakeholders 
perceived needed improvement.  
Since this study focused on exploring perceptions of education policy, there will be no 
policy analysis or evaluations on the effectiveness of a certain policy. There will also be no 
comparison between established education policy for Oman and the Philippines. It is impossible 
and invalid to compare the policies of the two countries with each other due to the differences in 
government structure and policymaking. Hence, this paper does not aim to compare the 
effectiveness of policies or perceptions of policies between two countries, instead it explores the 
perception of policies within each country among the different stakeholders. Moreover, the 
researchers explored the stakeholders’ perceptions of education policy in general. However, the 
participants were encouraged to give a specific education policy to justify their answer. This 
enabled the researcher to explore how education policy affects stakeholders from various 
localities. For example, unlike Oman, the Philippines is an archipelago with a diverse cultural 
minority. Taking this into consideration and the research recommendation for best practice with 
cross-cultural studies (Scaheffer & Riordan, 2003), we frame the questions in a general way to 
enable the participants to freely share which education policy significantly affects their 
respective region. 
Moreover, comparing the stakeholders’ understanding and perceptions of their chosen 
education policy to what was stated in the official education policy document enables us to see 
the similarities and difference in the stakeholders’ comprehension of the said policy. It allows us 
to ask the question of whether criticisms of education policy stems not from the nature of the 
policy but from the misunderstanding of the document or policy. Hence maybe, the gap between 
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policy and practice could be bridged through a comprehensive understanding of education 
policy. 
Research Questions 
The research initially aimed to answer the following research questions: (a) How do 
stakeholders perceive education policy? (b) Is there a difference in the perceptions of education 
policy among various stakeholders?  
Following the grounded theory process, these additional questions emerged from the data 
analysis of the interviews: (a) What are the challenges and issues with the current education 
policy perceived by stakeholders? (b) In what areas of education policy do stakeholders 
perceive needed improvement? (c) How similar or different are the perceptions and 
understanding of stakeholders to the purpose and goals of their chosen education policy? 
Answering these questions would aid in understanding why the stakeholders perceived their 
chosen education policy in a certain way. 
Methods 
Participants 
The study involved a total of 106 participants, half (n = 53) of which are from Oman, and 
the rest from the Philippines. Using convenience sampling, the researchers recruited 
policymakers, teacher educators, student teachers, and in-service teachers over the age of 18 who 
were currently in the education field in Oman and the Philippines. There was a total of ten 
policymakers, five from each country. There were nineteen teacher educators, ten of which were 
from Oman, while the rest (n = 9) were from the Philippines. There were 37 student teachers, 
nineteen were from Oman, while sixteen were from the Philippines. The biggest group was the 
in-service teachers, nineteen were from Oman, the rest (n = 21) were from the Philippines.  
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In terms of gender distribution, 76% (n = 81) of the total participants were female, while 
23% (n = 24) were male and one participant from the Philippines reported non-binary gender. 
The difference in the number of male and female participants from Oman could be attributed to 
the current educational structure wherein there are all female teachers in Cycle 1 schools which 
are for ages 6-10 and thereafter boys are taught by men, and girls by women but the overall 
statistic is that 68% of teachers are female, 32% male (Oman MOE, 2018). Although there are no 
gender distinctions among teaching assignments in any level, there is also no available statistics 
on the gender of teachers in basic education in the Philippines. However, the most recent 
national enrolment statistics in Teacher Education programs showed that at least 73.5% (n = 
544,555) were female and that 52% (n = 151, 252) of the higher education faculty were female 
(CHED, 2017). These statistics justify the big difference in the number of male and female 
respondents.  
In terms of age range, at least 32% (n = 34) of the participants were within the range of 
31-40 years old. This big group was followed by those within the range of 22-30 years old who 
comprised 26% (n = 28) of the group, followed by 16% (n = 18) of those within the range of 41-
50 years, and 13% (n = 14) from the range of 18-21 years old, and finally 11% (n = 12) reported 
to be above 50 years old. However, in terms of age distribution per country, it was important to 
note that 47 of the 53 participants from Oman were between the ages of 22-50 years old. There 
was only one between the age of 18-21 years old, and five were above 50 years old. In contrast, 
the age distribution among the participants from the Philippines were more evenly distributed 
with the majority (n = 26) between the ages 18-30 years old, 20 were between 31-50 years old 
and 7 were reported to be above 50 years old.  
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In terms of educational attainment, 30% (n = 32) of the total participants attained their 
bachelor’s degree, 29% (n = 31) finished at least high school level, 23% (n = 24) attained their 
masters’ degree and the rest 18% (n = 19) finished their doctorate degree. Finally, in terms of 
years of experience in teaching, at least 34% (n = 36) of the total participants have been teaching 
for 10 years or more, while 30% (n = 32) have been teaching for less than a year. The remaining 
31% (n = 33) have been teaching between two to ten years.  
All of the participants are able to speak and comprehend basic conversational English, 
however both countries are multilingual, and thus, some participants were more comfortable 
expressing themselves in their first language or preferred to code-switch between two languages. 
None of the participants had any familial ties with any member of the research team nor was any 
member of the team in any position of power over any of the participants. 
The Research Team 
 Following research recommendations of collaboration among different nationals and 
from different backgrounds, the research team is composed of diverse individuals from three 
different countries. The first author is from the Philippines, was born and raised in the country, 
and could speak both Filipino and English fluently. At the time of the study, the first author has 
been a classroom teacher for at least ten years in the Philippines and was a doctoral student in a 
teacher education institution in the United States. The second and third authors are both from 
Oman, were born and raised there and spoke both Arabic and English fluently. The second 
author had attained her doctoral degree from an established teacher education program in the 
United States. At the time of the study, they were working in the area of teacher training and 
development. The other two authors are professors in two separate universities in the United 
States and were both bilingual. The team also had a number of bilingual research assistants and 
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graduate students who had undergone the required Institutional Review Board (IRB) training and 
helped in transcribing the interviews and coding the data.  
Ethical Considerations 
 The researchers obtained approval from Institutional Review Board (IRB) from the 
educational institutions the research team were part of, and the educational institutions the 
participants were recruited from. The participants signed an informed consent form prior to 
participation. The researchers made sure that the identities of the participants were kept 
confidential by not having names in any of the instruments, instead pseudonyms were randomly 
assigned to help facilitate in data analysis. 
Research Design 
 This is a qualitative study that explored the perceptions of education policy of 
policymakers, teacher educators, student teachers, and in-service teachers from Oman and the 
Philippines using a grounded theory approach. This approach enabled the researchers to analyze 
the participants’ answers without being restricted by existing theoretical frameworks and 
concepts. In qualitative research, the researchers have to draw the information from multiple 
sources of evidence for corroboration and convergence of data (Bowen, 2009). This current 
study used interviews as the primary source of data and was supplemented by document analysis 
(Bowen, 2009). In typical grounded theory method, through the analysis of the interview data, 
the researchers were informed on how to choose the documents to be analyzed. A number of the 
participants explicitly mentioned policy titles, or cited reports in their answers, which led the 
researchers to obtain the mentioned documents and analyzed them through a combination of 
content and thematic analysis. Through a repeated comparison with the participants’ answers and 
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the document, we were able to determine how different or similar the perception and 
understanding of the stakeholders of their chosen education policy. 
Data Sources 
Semi-structured open interview. The researchers used a semi-structured open-ended 
interview to gather the data needed. In a semi-structured interview, there is flexibility and 
fluidity in the structure and the interviewers have the freedom to ask follow-up questions 
depending on the answers of the participant (Mason, 2004). This kind of interview enabled the 
researchers to not be limited to a specific education policy, instead the researchers explored the 
stakeholders’ perceptions of education policy in general. Framing the questions this way allowed 
the participants freedom to share which education policy significantly affects their work and 
respective locality. The participants were asked three questions: (a) What do you think of the 
current educational policy? (b) Do you think the current educational policy is informed by 
educational research or classroom practice? Please explain your answer; and (c) What do you 
think should educational policy focus on? 
The researchers from Oman and the Philippines conducted the interviews in their 
respective country. This enabled the researchers to converse in either English or the first 
language of the participant. The interviews were transcribed and coded by the researchers and 
the research assistants. Approximately 26% of the transcriptions had undergone inter-rater 
reliability check. The inter-rater agreement was at 98.2% with a range of 90.2% to 99%. For 
coding, 26% of the coded transcriptions had undergone inter-rater reliability check. The inter-
rater agreement was 83% with a range of 79% to 88%. Disagreements between two coders were 
settled through discussion. 
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Documents analysis. The researchers supplemented the information gathered through the 
interview with document analysis. The document analyzed provided the context with which the 
participants described the education policy they pointed out. Moreover, it allowed the researchers 
to compare and contrast the content of the documents to the perceptions and understandings of 
the participants. The specific documents analyzed for this study are the K to 12 Basic Education 
Program (DepEd Order 21, 2019) from the Philippines, and the Cambridge Curriculum from 
Oman. The documents were coded by the researchers and the research assistants. Approximately 
26% of the documents had undergone inter-rater reliability check for coding. The inter-rater 
agreement was at 90% with a range of 79% to 100%. As such, any disagreement among coders 
were settled through discussion. 
Procedure 
Following the grounded theory approach, the researchers used three types of coding for 
both the interview and the document analysis: open coding, axial coding, and selective coding 
(La Rossa, 2005). The team did open coding initially to analyze the data. Doing open coding led 
to conceptualizing data (Strauss & Corbin, 2008). In open coding, the researchers read through 
all the data, examined the cultural context of the words, considered all possible meanings and 
highlighted possible concepts. Doing this enabled the researcher to narrow the data into 
manageable amount and being able to do a more in-depth analysis of the data. After open coding, 
axial coding was conducted, in which the concepts highlighted and gathered during open coding 
were compared and related to each other. The data was coded using the NVivo software. After 
axial coding, selective coding was done, wherein the core categories were identified and 





 As mentioned previously, this study does not aim to compare the state of education 
policies and system of the two countries. Instead it is a comparison of how various stakeholders 
within a country perceived education policy. Thus, the results are presented per country. 
Philippines 
 The response of the participants from the Philippines showed the following themes: (a) 
issues with education policy implementation and relevance, (b) recognition of diversity, (c) 
responding to globalization, and (d) sustainability of education policy. 
 Issues with policy implementation and relevance. A lot of stakeholders mentioned that 
conceptually a select number of education policy were idealistic and good for the development of 
the education system, however, they believed the problem lies in the implementation of the 
policy. The three policies that were often mentioned as examples, were the new K-12 
curriculum, the inclusion policy (integrated in the K-12 curriculum), and the Mother Tongue-
Based (MTB) curriculum. The following quote from an in-service teacher reflected the general 
perception of K-12 curriculum. 
“I would like to focus on the K-to-12 curriculum which is currently implemented here in the 
Philippines. In general, I think it’s quite idealistic, we’re going to look at the curriculum of 
the program itself. However, what I noticed [as] the problem is the lack of preparation. If 
only they allotted a longer time to prepare before the program is implemented, I think it 
could be much better. Because based on what I’ve observed, based on what I’ve been 
hearing from other teachers, so there’s really a problem. They still feel unprepared for the 
implementation of the program.” (PIST7) 
 
Majority of the stakeholders believed that the education policy though beneficial was 
implemented prematurely, with a lack of materials and resources available, and the teachers 
lacking the expertise and training to handle the new system. A few examples shared by the 
teachers in Kindergarten to Grade 3 were that they were expected to teach using the Mother 
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Tongue of their students, when not all teachers in the locality could speak fluently the language 
and there were no learning materials in the said language. For inclusion, a number of teachers 
shared having to put children with special needs in regular classrooms without the support they 
need to learn, deaf students are not provided with interpreters or similar accommodations, blind 
students are not provided with Braille materials or other accommodations. Moreover, general 
education teachers were not trained to handle an inclusive classroom. Lastly, the K-12 
curriculum may be beneficial to those in capital region and those in private schools with the 
appropriate resources, but was a big hurdle to those in the public schools especially in rural areas 
where technology was a novelty and resources were sparse.  
A number of in-service teachers and student teachers also mentioned that some of the 
policies were irrelevant or could not be applied inside the classroom. The following is a quote 
from an in-service teacher. 
“Given that this is a program developed by researchers in general, or consultants in 
general, there were some parts that were quite not feasible enough to be implemented or 
when you put or when you deliver the curriculum in the classroom.” (PIST13) 
 
Most of the claims of irrelevance were from in-service classroom teachers and student 
teachers especially from areas that had less access to resources and those in special education 
placement. Several teachers in special education had voiced out that the structure and 
expectations of the K-12 curriculum were not relevant to their students’ learning and had 
resorted to adjusting the mandated curriculum to suit their students’ needs.  
Recognition of diversity. One of the divided themes that came up from the participants 
was the recognition of diversity of Filipino culture. There were a number of teacher educators, 
policymakers, and student teachers who said that the current policy was respecting the diversity 
of various cultures within the Philippines, through the Alternative Learning System (ALS), MTB 
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and inclusion policy and that this was positive for the education system. However, there were 
mostly in-service teachers who had qualms regarding the implementation of these policies most 
notably MTB policy, which was seen by a number of teachers as a hindrance in developing 
competence in English language as seen in the quote below by an in-service teacher. 
“When it comes to the mother tongue, it’s a really poor idea. Because most of the 
students here in the private area, I think, their first language is English so they have to 
re-learn how to speak in Tagalog…but I think it’s getting in the way of them learning, of 
them understanding for example Math. If you give instructions in Tagalog and then they 
won’t understand it anyway so it’s useless.” (PIST15) 
 
Responding to globalization. A number of participants said that the current education 
policy (i.e., K-12 program) was a positive response to globalization and enabling Filipino 
graduates to be globally competitive with graduates from other countries. This is a quote from a 
policymaker on the K-12 program. 
“There are instances that graduates from the Philippines are not being considered as 
graduates of baccalaureate degree because they lack two years of basic education. So 
with the implementation of K-12 in basic education, I think that would really help future 
graduates of teacher education. It would also equip them with competencies that will 
prepare them in to be employable.” (PPM1) 
 
Sustainability of education policy. Another theme pointed out by most stakeholders was 
that education policy was usually influenced by political agenda, and were often changed 
depending on who was in power. Thus, programs were not sustained due to budget cuts or 
discontinuation by the next administration.  
Oman 
The response from the participants from Oman showed the following themes: (a) 
responding to globalization standards, (b) improving education policy, (c) lack of awareness of 
education policy, and (d) collaboration among various stakeholders. 
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Responding to globalization standards. A number of participants from Oman 
mentioned that the current education policy is able to develop the Omani education system to 
attain the international standards and make Omani education competitive with other education 
systems. A number of participants mentioned that the curriculum was up to date and prepared 
graduates to be employable and globally competitive. The quote from an in-service teacher 
reflects this view. 
“I think it is improving constantly and the evidence is the changes that occurs in the 
curriculum in order to keep up with global topics like globalization and using technology 
in education.” (OIST13) 
 
However, there were also a number of participants who said that the education policy 
needed to be reviewed and updated, because it did not match 21st century skills as seen in this 
quote from an in-service teacher. 
“I think that the policy is not matching what the 21st century education should be, I mean 
the policy is focusing here on the paper work more because they didn't update the 
assessment sheets and they didn't update some curriculums are not updated in my 
situation but I think the policy and the 21st century education system should go with each 
other.” (OIST7) 
 
Improving education policy. A number of participants from Oman said that the policy 
had improved compared to before. Some said that the policy was more robust, more flexible and 
included a variety of learners, such as those with special needs. Moreover, in-service teachers 
cited that certain policies such as that of the Cambridge curriculum and the specialized centers 
were very beneficial to both learners and teachers and contribute to the quality of education. 
However, a number of participants also said that even though the current policy was good, there 
was still room for improvement. This quote from a student teacher reflects that thought. 
“There will never be a perfect policy. it just the way human life work. I think it can it can 




Lack of awareness of education policy. A number of participants from Oman had 
chosen not to answer the questions on their perceptions of education policy. Some cited reasons 
such as not knowing enough about education policy or feeling as they were not in a position to 
comment on the current education policy. Some mentioned that the term “education policy” was 
very vague and could refer to a lot of things, while there were some who said that it was 
complicated and it would be best not talk about it. Even though a number chose not to share their 
perceptions on education policy, they still managed to share their thoughts on some areas they 
believed needed improvement. 
Collaboration among various stakeholders. Another theme that came up from the 
participants’ answers was that there was an effort among stakeholders to collaborate and work on 
research and policy. Some participants cited that the ministry had made efforts to bridge the gap 
between policy and practice by building partnerships and collaborating with teachers. 
Interestingly, even though collaboration was emphasized, there were also a few who said that 
education policy should be decentralized to be more relevant to those inside the classrooms. 
Discussion 
 Previous literature have shown that stakeholders have a negative perception of education 
policy (Kuhlee, 2017; Sezer, 2018), however based on our analysis, participants from our study 
generally did not have a negative perception of the nature of education policy, instead, their 
negative perception comes from their personal experience and observations during 
implementation of the said policy in their specific localities. This implies that the negative 
perception of education policy is influence by the implementation and relevance of the education 
policy to stakeholders. This leaves the question, how can education policy that is constructed for 
a whole country that is culturally diverse be relevant to all stakeholders without compromising 
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diversity? One good example of this is the Mother Tongue-Based Multilingual Education policy 
(DepEd order 16, 2012) of the Philippines. It is a policy that is based on years of local and 
international research on multilingual education. It was done in consultation with various 
stakeholders, and some say that the curriculum finally recognized the diversity of Filipino culture 
and language. However, upon implementation, a number of in-service teachers said that it is 
irrelevant and useless, since children in their locality do not speak the mother tongue of the 
province, yet it is beneficial for others. How do we reconcile standardization of quality and 
respecting the diversity of local culture? This is where Kuhlee’s (2017) concept of “education 
policy borrowing” but emphasizing the importance of focusing on the micro-levels of education 
policy may be significant. Education policies should be structured in a way that it could be 
applicable to everyone, yet still relevant to individual classrooms.  
Beauty is in the Eye of the Beholder 
 Education policy depends on the governing structure of a country (Sezer, 2018), thus we 
cannot compare the education policy of Oman and the Philippines because of the difference in 
government structure. As mentioned previously, Oman has an absolute monarchy government, 
while the Philippines is a democratic country. However, we believe it is more beneficial to 
compare perceptions among stakeholders to understand the relationship between education 
policy and classroom practice. For Oman, it was interesting to note that a number of in-service 
teachers and student teachers opted not to state their perception of education policy due to their 
lack of familiarity with education policy. This echoes previous literature wherein pre-service 
teachers feel they are not confident in their knowledge of education policy because of their lack 
of awareness and understanding of it (Burton, et al., 2015; Goldman & Grimbeck, 2009).  
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Another interesting note for both countries was the difference in how policymakers 
framed their answers compared to in-service teachers and student teachers. Policymakers in 
general talked about the ideal of education policy and how it responds to globalization standards 
and providing quality education. On the other hand, in-service teachers talked about 
implementation challenges and irrelevance of the policy based on their personal experiences. 
This difference in how their answers are framed reflects previous literature that policymakers 
often construct policies that respond to globalization (Roth & Ronnstrom, 2015) and that 
teachers perceived education policy as subjective since it was constructed by policymakers who 
were not exposed to classroom reality (Sezer, 2018). This difference in framing and perceptions 
can be attributed to the difference in macro and micro education policy. Policymakers tend to 
have a more general outlook since they are constructing policies for the general public, whereas 
in-service teachers tend to have a more specific view of policy because they are the ones 
implementing it. Thus, this implies the importance of communication and collaboration among 
stakeholders (Colley, 2014) for policy to be relevant to both the macro and micro education 
setting. 
Mind the Platform Gap  
 In this paper, we examined if the negative perceptions of education policy of some of the 
stakeholders was due to the nature of the policy or due to misunderstanding of the policy. For 
Oman, a number of stakeholders mentioned the Cambridge Curriculum, and they all spoke 
positively about it. According to some teachers, it was the parents who had concerns with the 
curriculum. Since we did not include parents in this study and all the participants had a positive 
perception towards it, we choose not to include Cambridge Curriculum in this analysis.   
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Thus for the Philippines, we looked at the K-12 program that was mentioned by almost 
all of the Filipino stakeholders. Investigating the K-12 program also enabled us to look at two 
more policies that were constantly mentioned by stakeholders and were integrated in the K-12 
curriculum: inclusion policy, and MTB policy. For the K-12 program, some of the major 
criticisms were: vague definitions and terminologies, not applicable to students with special 
needs and those without access to resources, lack of preparation in terms of materials and teacher 
training. Upon analysis of the education policy, there was a section that defined the 
terminologies used in the policy, and a separate annex section to expound on inclusion, other 
concepts and special needs accommodations that could be provided. Interestingly, it was also 
stated in policy statement that the curriculum was “contextualized and global” which were two 
opposing terms by definition. How can something that was globally standardized be contextually 
diverse? Herein lies the gap between policy and practice. The policy also stated that schools have 
the responsibility to implement programs to enable accommodations. This decentralization of the 
policy enabled the transfer of power to school administrators to adapt the curriculum to the needs 
of their students. However, the question remained: were schools equipped with the necessary 
resources to design programs and provide the needed learning support for the students?  
According to some Filipino stakeholders, another criticism of the K-12 curriculum was 
that it was not applicable to children with special needs. A closer look at the curriculum guide 
and framework showed that the primary grades curriculum was heavily academic, which was the 
criticism of a number of in-service teachers, teacher educators and student teachers. Since it was 
focused highly on academic skills, children with special needs were put at a disadvantage. 
Another criticism was that the referral process for the identification of children with special 
needs was not clear. The referral process was mentioned in the document, but there were no clear 
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steps on how it should be done or who had the responsibility to do it. For example, it was 
mentioned that classroom assessments should be done and the data should be triangulated with 
data from parents’ interview and others. However, who conducts the classroom assessments? 
Since this was referral, we assumed that this was a regular classroom with a general education 
teacher. Did we expected the teacher to conduct the assessment? Was the classroom teacher 
equipped to conduct the assessment? The referral process is essential but it is also a sensitive 
process that needs to be handled with utmost professionalism and care.  
Another criticism of Filipino stakeholders was that it was not applicable to schools that 
have limited resources. The K-12 curriculum prepared the students to acquire 21st century skills, 
which included information and communications technology (ICT) skills. However, only 12% of 
the public schools in the Philippines have access to the internet (UNDP, 2018) and not all 
schools have access to working computers. Thus, the complaint of a number of in-service 
teachers from rural areas have weight. Adapting the curriculum to the needs of their students was 
one thing, but expecting them to teach ICT skills without the needed resources is a different ball 
game. This tied in with the last criticism of K-12 implementation, which was the lack of 
materials and resources. In the policy document, there was a section that discussed learning 
materials. A system has been developed for material development and distribution. However, it 
was not clearly stated who creates the materials and alternative ways to access these materials, 
considering the fact that not all schools have access to internet.  
In essence, for the Philippines, some of the negative perception of some stakeholders 
about the K-12 curriculum, such as being baseless or not well-studied may be because of their 
own unfamiliarity of the policy and the changes it brought. The nature and ideal of the K-12 
curriculum was beneficial for the education system, however, the policy was far from perfect. 
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This implies that there is a need to construct additional policies that would complement the K-12 
curriculum, ensure the appropriate implementation of the policy.  
The North Face of Education Policy  
Like mountain climbing, education policy has its own north face, the most formidable 
route to climb. It has its own challenges and areas for improvement. It may be difficult to 
address, but it is not impossible. Interestingly, there were some similar areas for improvement for 
both countries, such as: (a) evaluation and review of current policies and needs of the classroom, 
(b) providing more support and professional development for teachers, (c) focusing on the 
diverse needs of the students, and (d) preservation of cultural values. For Oman, the distinct 
areas for improvement were policies that promote research development, while for the 
Philippines, the distinct areas for improvement across stakeholders were the implementation and 
sustainability of the education policy. These distinct answers from each country reflected 
Oman’s goal of strengthening research development as stated in their National Strategy Plan for 
Education (Oman Education Council, 2018). Likewise, it also reflected that one of the main 
challenges in the Philippine education system was dissemination of information, implementation 
and sustaining implementation, which could be attributed to large education system of the 
country as mentioned previously and the political term-based education policy, which changed 
each time a new administration was in power. 
Conclusions and Implications 
 Education policy is complex and should involve a collaboration among multiple 
stakeholders (Afdal, 2013; Colley, 2014; Kuhlee, 2017) from planning to implementation to 
ensure that the policy is relevant and appropriate. Based on this study, it seems that policies are 
constructed generally for the general public, and policymakers expect schools and teachers to 
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adjust the curriculum as they deem appropriate. However, this is not what is happening as some 
schools and teachers take the policy at face value. Herein lies the gap between policy and 
practice and thus why communication between policymakers, teacher educators, and in-service 
teachers are critical (Colley, 2014). 
 The results of this study should not be read as a generalization or a set conclusion. The 
sample size of the study does not represent the population of stakeholders, and even though the 
team strived to represent the diverse population of both countries, we are limited geographically 
and in terms of language barrier. We are only able to include participants who are able to 
converse in the languages the research team is fluent in. Moreover, this study focused only on 
interview data and policy analysis, it would have been a more robust study if longitudinal 
classroom observations were also done to complement the data.  
This study explored how to bridge the gap between education policy and practice as 
perceived by various stakeholders. Implications for policymakers include collaborating with 
various stakeholders from diverse cultural backgrounds to review the current education policy 
and identify loopholes and weaknesses. After which, plan and construct education policies that 
will address the needs as seen by stakeholders, ensure sustainability of education policies and 
conduct longitudinal effectivity studies to see the effectivity of the program. Policymakers, 
whether government agencies, or school administrators should also provide opportunities for 
teachers and other stakeholders to attend professional development trainings that will enable 
them to be more familiar with education policies. Moreover, an efficient learning material 
development system should be enforced and should be accessible to all stakeholders. For teacher 
educators, they should ensure that the current teacher education curriculum is in line with the 
current education policies and classroom needs. They must also ensure that their student teachers 
79 
 
have sufficient exposure and comprehension of current education policies and the process of how 
education policy is created and implemented. For researchers in the academe, collaboration with 
both policymakers and in-service teachers is essential when planning, conducting, and 
implementing research. This ensures that the research is relevant to classroom practice and its 
results could be used to inform education policy. For in-service teachers, being familiar with the 
current education policy is essential. In-service teachers are familiar with their students’ needs 
and would know how to design and adapt the curriculum appropriately. With this, in-service 
teachers should also work collaboratively with other school members to ensure that the adapted 
curriculum is inclusive and appropriate. They should use opportunities to attend professional 
development sessions on education policy and collaborate with policymakers, teacher educators, 
and researchers in planning, constructing and implementing education research and policy.  
At the end of the day, collaboration and open communication among policymakers, 
teacher educators, researchers, in-service teachers, and other learning support providers is 
significant in ensuring that the education policy created and implemented is relevant and for the 
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This mixed methods study explored if there was an association between educational 
research usage, and other demographic factors and how research was used and perceived by 
stakeholders of teacher education from Oman and the Philippines. Data was collected from 106 
participants using a demographic survey and a structured open-ended interview. Descriptive 
statistics, Chi-Square test, and grounded theory were used to analyze the data. Findings 
suggested that education research was used by the majority however the frequency of usage 
varied and that there were significant association between frequency of usage and age, 
educational attainment, years of experience, profession and country. Moreover, even though the 
value of research was recognized by most, there were still some who perceived it negatively.  














Education Research Usage and Perceptions of Stakeholders of Teacher Education 
Extensive education research is produced annually as seen through various published 
academic articles in journals each year. However, how much of this research is being used by 
stakeholders, namely policymakers, teacher educators, student teachers, and in-service teachers? 
In this study, we explore how teacher education stakeholders (i.e., policymakers, teacher 
educators, in-service teachers, and student teachers) from Oman and the Philippines use 
education research, the reasons for using education research and their perceptions of education 
research, and how it relates to their everyday work in the field of teacher education.  
Terminologies Used in the Study 
 For the purposes of this study, we define education research as evidence-based studies 
that have been published in peer-reviewed journals in the field of education. We define 
stakeholders as policymakers, teacher educators, student teachers, and in-service teachers. 
Policymakers are authority figures in either school, local or national level working with policies 
and decision-making. Teacher educators are faculty members teaching in teacher education 
programs. While in-service teachers are teachers currently teaching in either general education 
or special education; student teachers are defined as students currently enrolled in teacher 
education programs and have experienced or were currently doing their field teaching. Since this 
study explores a cross-cultural perspective, the related literature includes literature from various 
countries, as such the terminologies used differ. For consistency, we unified the terms used by 
the sources we cited in the related literature. Thus, we use teacher education to refer to any 
academic program that involves teacher preparation, and student teachers to refer to all students 





This study is guided by two frameworks: Levin’s (2004) education research elements 
impact and Tseng’s (2012) conceptual framework for understanding research usage in teaching 
and policy. Levin (2004) proposes that the impact of education research has three elements: 
context of research produced, context of research use, and the interaction of the two contexts. 
Guided by this theoretical framework, the variables in this study represent the three elements.  
The variable, “profession,” corresponds to context of research produced, since research is 
produced in the academe by professionals. The variable, “education research usage,” corresponds 
to context of use, while the variables, “frequency of usage” and other demographic variables, 
such as age, gender, number of years of experience, and educational background correspond to 
the interaction of the two contexts. 
In Tseng’s (2012) conceptual framework, she explored three important aspects of 
research: (a) research users, (b) how research is defined, implemented, acquired, interpreted and 
utilized, and (c) the connections and partnerships among stakeholders. Thus, for the first aspect, 
this study involved research consumers from different levels of teacher education, namely, 
policymakers, teacher educators, in-service teachers, and student teachers. For the second aspect, 
the questions asked in the semi-structured interview, together with the survey sought to elicit 
how research is defined, interpreted, implemented, and used by the various stakeholders. Finally 
for the third aspect, through the use of a mixed method design, we sought to explore how 






The Reputation of Research 
Kaestle (1993) wrote a piece titled “The Awful Reputation of Education Research”, in 
which he discussed how the nature of research had influenced the lack of connection between the 
researchers and the teachers. Majority of the research being done is basic research, which is 
being implemented in a controlled environment, and thus, is more often than not irrelevant to 
everyday classroom teaching. Moreover, there is a problem with the dissemination of results and 
how it is comprehended by the in-classroom teachers. Furthermore, research agendas are affected 
by political agendas and policymakers themselves, have a negative perception of education 
research. To address these problems, there should be a collaboration among stakeholders in 
setting research agendas, creating research projects and disseminating them, in order for the 
results to be valuable to all stakeholders (Kaestle, 1993). 
Sroufe (1997) wrote a response piece to Kaestle’s (1993) and discussed how innately 
education research could not compete with the glamour of other fields, such as science and 
technology. However, education research could be valued more if it is able to provide critical, 
relevant information to the education public. As such, education research is not being valued by 
stakeholders because it does not address significant problems, has questionable quality and 
provides contradictory results. 
Perceptions of Education Research 
Research has often been misused to advance personal views and agenda in macro-level 
policy and not as a tool to inform policy and practice (Darling-Hammond, 2016). Thus the 
perspectives on education research of practitioners and policymakers vary, depending on one’s 
own personal experiences (Skourdoumbis, 2013). In-service teachers and pre-service teachers 
view education research differently, with pre-service teachers having a more positive outlook 
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saying that education research sometimes address their concerns in teaching (Gore & Gitlin, 
2004).  Several studies (Burkhardt & Schoenfeld, 2003; Hammersly, 2002; Gore & Gitlin, 2004; 
Kaestle, 1993; Nelson, et al, 2009; Sroufe, 1997) have shown that stakeholders, namely teachers 
and policymakers, have a negative perception of education research in general. As such, this 
negative perception affects their decision to use research (Laski et al., 2013; Nelson et al., 2009).  
Policymakers. Research shows that policymakers often prefer using education research 
that is sustainable and relatable to the local community (Helmsley-Brown et al., 2003; Nelson, 
Leffler, & Hansen, 2009). Huang, Reiser, Parker, Muniec, and Salvucci (2003) conducted a 
study involving policymakers in the United States and their perceptions of education research. 
Results from this study showed that more than half of the respondents reported reading research 
“most of the time” and that some of the policymakers recognized the value of education research 
but were still critical of it. Some major criticisms of education research were: too theoretical, 
lacking the scientific rigor, lacking detailed information for replication, not applicable, and 
tainted with political and marketing bias. Moreover, policymakers claimed that they lacked the 
time to peruse education research. It was recommended that there should be an open dialogue 
among policymakers, researchers, and teachers to make research more accessible and applicable. 
Thus, summaries and recommendations should be tailor-fit to the specific audience, and results 
must be timely disseminated.  
In-Service Teachers. Laski, Reeves, Ganley, and Mitchell (2013) conducted a study 
with 204 elementary Math teachers in the United States and explored how they valued cognitive 
research and incorporated it in their teaching. Their results showed that majority of the teachers 
viewed research as fairly important but were seldom able to access research. Through mediation 
analysis they were able to suggest that the teachers’ perceptions of research predicted how they 
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used research and this use was partially mediated by their ability to access research. Thus, the 
two factors that affect the use of research for teachers were their perceived importance of 
research and their ability to comprehend it. 
Mausethagen and Raaen (2017) conducted a study in Norway focusing on five primary 
school teachers and their representation of education research. They found that teachers 
perceived education research as: circular (i.e., trends that had a specific period), polyphonic (i.e., 
did not have a consensus), and a supplement to their experience-based knowledge. Moreover, 
Mausethagen and Raaen (2017) argued that research should not supersede teacher’s experience-
based knowledge, instead supplement it in order for the learners to benefit. Thus, researchers 
must involve teachers in the research process to ensure that the research is relatable and 
applicable in the classroom. 
Multiple Stakeholders. In Gore and Gitlin’s (2004) study of 147 student teachers (i.e., 
pre-service) and in-service teachers from Australia and the United States, they found that 
teachers expressed concerns on the practicality, relevance, credibility and accessibility of 
education research. Moreover, teachers reported that they preferred research that could be 
directly applied to their teaching and relevant to their context. They also brought up the notion 
that there was a divide between in-classroom teachers and researchers, with teachers saying 
researchers were far removed from the reality of the classroom. As such if education research 
was to be more impactful and relevant, researchers must reconsider the structures of power in the 
education system.  
In a study that involved 87 stakeholders, Neal, Mills, McAlindon, Neal, and Lawlor 
(2019) explored how education stakeholders perceived education research. Results from this 
study showed that educators’ perceptions varied in how they prioritize different aspects of 
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research; moreover, these perceptions did not depend on the educator’s role in the system, but on 
the context of the school where they worked. Thus, it was recommended to tailor-fit research to 
its target audience. 
Challenges in Using and Implementing Education Research 
Unfortunately, the reality is that many policymakers and teachers do not have access to 
academic research in peer-reviewed journals, thus hindering them from using the updated 
education research (Lubienski et al., 2014). Hence, collaboration among stakeholders, proper 
communication and organized dissemination of research results are integral in order for research 
to have greater influence to the general public (Lubienski et al., 2014). For example, Wilson and 
Brame (2018) developed the Evidence-Based Teaching Guides, a website that helps Biology 
teachers to find appropriate research that could be used in their teaching, since teachers may have 
difficulty accessing and understanding appropriate articles to use in their teaching. 
The lack of appreciation for the value of research in general in the Philippines affects the 
research culture as seen in a recent Senate budget hearing, where one of the policymakers 
chastised a budget proposal of a department that was focused on research saying that budget 
should be allocated in providing aid to the farmers instead (Bonquin, 2019). After a public 
backlash, the said policymaker retracted her statement saying that she was not against research, 
however research should be applied to be considered of value (San Juan, 2019). This scene 
reflected what type of research was considered of value to some Philippine policymakers, who 
were responsible in allotting funding for research. This reflected Miralao’s (2004) argument that 
one of the obstacles to using research in policymaking in the Philippines was the lack of 
research-policy appreciation and the negative attitude towards research and the changes it 
brought upon implementation. Higher ranking officials who were involved in the research 
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planning would generally be more accepting to research results sponsored by the government, 
however middle and lower level officials were not as accepting because they were not involved 
in the research, thus were more resistant to implementing changes (Miralao, 2004). 
Delaney (2001) conducted a mixed method study on 304 researchers from the Northeast 
United States looking at their perceptions on their effectiveness to influence changes in their 
respective education institutions. Results showed that studies with concrete policy 
recommendations and conducting follow-up studies were more likely to influence policy change. 
Moreover, the educational attainment of the researcher, and the collaboration with fellow 
colleagues also had an effect on influencing policy. 
Brew and Mantai (2017) conducted a qualitative study in Australia on the perceptions of 
faculty members for the challenges and barriers in implementing undergraduate research in the 
curriculum. Results showed that institutional policies, structures, the faculty mindset, lack of 
skills of the researchers, questions of time, money, and other resources hindered implementation 
of research. 
Questioning the Value of Education Research 
Stakeholders believed that education research may play a part in policymaking and 
classroom teaching, but it is not the primary factor that guarantees academic success of the 
learners (Nelson et al., 2009). Similarly, Buchmann (1984) emphasized that research knowledge 
was only a part of teacher education and teaching, and that overreliance in research use was 
inappropriate. In order to bridge the divide between teachers and researchers, Gore and Gitlin 
(2004) suggested that questions must be asked about the value given to academic knowledge 
(i.e., research knowledge) and teaching experience; and that teacher education programs must 
ingrain in their student teachers the value of research and train them to develop research skills. 
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Stakeholders vary in perceiving “research-based” results (Nicholson-Goodman & 
Garman, 2007).  How research is defined by various stakeholders vary (Lubienski et al., 2014). 
The term “research-based” has become a public vernacular that is often thrown around, thus, the 
use of the term connotes an illusion of power and infallibility on the given information 
(Nicholson-Goodman & Garman, 2007). This term is often used in policies and policymakers 
prefer to implement interventions that are “research-based” (Lubienski et al., 2014). Thus, the 
use of research may be influenced by political agenda (Lubienski, Weitzel, & Lubienski, 2009). 
However, there is no research that presents a clear or direct causal relationship between 
education research results and education policy (Hemsley-Brown & Sharp, 2003; Lubienski et 
al., 2014). Moreover, there are limited empirical studies that focused on how authorities utilize 
research in policymaking (Hemsley-Brown & Sharp, 2003). 
Research Culture in Teacher Education Institutions 
Hill and Haigh (2012) conducted a study exploring how to sustain research culture in 
teacher education programs involving policymakers from different universities in Canada, 
Norway, United Kingdom and New Zealand. Results showed that research should be valued and 
appreciated by members of the university. Moreover, faculty members were expected to do 
research activity. Thus, it was important to have a strategic approach in building research 
communities within the university, this research community and involvement were essential in 
building research culture. 
Arreman and Weiner (2007) conducted a study in Sweden to investigate the 
implementation of education research to local and national policies. The study was conducted in 
two parts, first was a policy analysis of the different education policies at the national, regional 
and local levels, second was an interview with 57 university faculty members. Results showed 
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that the lack of research culture in teacher education in Sweden was both a cause and an effect of 
the society’s low perception of teacher education and the lack of esteem of the faculty under the 
teacher education programs.  
How student teachers are trained and educated in the nature of research will ultimately 
affect the nature of research (Henson, Hull, & Williams, 2010). However strengthening research 
culture in teacher education programs is not a one-time fix, as building research capabilities is a 
complex task (Murray, Campbell, Hextall, Hulme, Jones, Mahony, Menter, Procter, & Wall, 
2009). Murray et al. (2009) argued that one needed to understand the relationship between 
national policy, institutional research cultures, and researcher agency in building research 
capability initiatives. In addition, initiatives must have provisions for incentives, networking, and 
professional development. 
In De Guzman, Dela Rosa, and Arcangel (2005), when asked about the problems of 
globalization in relation to teacher education in the Philippines, one of the participants answered 
that lack of research culture and interest affected the quality of teacher education programs. 
Focusing on research culture, Salazar-Clemeña and Almonte-Acosta (2007) conducted a study to 
explore the prevailing research culture in Philippine universities as perceived by the faculty 
members. Results showed that the participants did not perceive a strong research culture in their 
respective institutions, however indicators of research culture, such as administrative practices, 
inter-institutional collaboration, institutional research strategy, incentive system, the presence of 
ethical policies, and the availability of research funding existed to a moderate extent in their 
respective institutions. On the other hand, the factors identified needed for improving research 
productivity were: time, positive attitude towards research, faculty involvement, supportive 
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working conditions, decentralized research policy, more research funding, and research incentive 
system.   
Research Culture and Demographics 
There are limited studies on the relation between education research and various 
demographic variables, such as age, gender, profession, educational attainment, and years of 
experience in the field of teacher education. However, there are studies on the effects of 
demographic variables on research productivity done in other fields, specifically in the field of 
science and technology (e.g., Abramo, D’Angelo, & Caprasecca, 2009).  
Arreman and Weiner (2007) argued that implementing a new research culture in teacher 
education programs would likely result in more gendered power relations in teacher education 
due to the culture of the society and the academe. Previous literature (Sax, Hagedorn, Arredondo, 
& Dicrisi, 2002) suggested that research productivity was influenced by gender and years of 
experience as tenured women professionals in the field of education had higher research 
productivity than their male counterparts. Similarly, in Vinluan (2012), 73% (n = 11) of the 15 
Filipino researchers who were published were women. Coincidentally, the results of Arreman 
and Weiner (2007) suggested that women teacher educators were more positive towards research 
than their male counterparts. This might be connected to the fact that there were more women 
teacher educators who had completed their doctoral studies. Though most of the male teacher 
educators had a positive outlook on research, some perceived research as a threat to their role as 
teacher educators. They believed that teacher educators should be practitioners and not 
researchers and doing research tended to isolate them from the field of teaching and their 
colleagues. However, other studies suggested that gender might not be significant (Quimbo & 
Sulabo, 2014). Xie and Shauman (1998) explained that the gender gap in research productivity 
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was declining over the years, and that the gender difference was rooted from the structural 
position and society organization. 
Previous studies suggested that age (Bonaccorsi & Daraio, 2003) and academic rank 
(Dickson, 1983) had an effect on research productivity and use. However, the results of Quimbo 
and Sulabo (2014) suggested that demographic variables such as age, gender, civil status, 
academic rank, area of specialization, number of years teaching, amount of teaching load, and 
research experience were not significant for research productivity.  
There is no consensus on the effects of demographic variables on research production and 
usage, however, a number of the literature (Delaney, 2001; Griffioen & de Jong, 2015; Quimbo 
& Sulabo, 2014) agree that educational attainment has a significant influence on research 
productivity and usage. Specifically, the higher the educational attainment, the more confident 
they are of their capabilities in research (Griffioen & de Jong, 2015). 
The Gap Between Research and Practice 
Education research does not have much credibility among its audience as there is a weak 
link between education research and practice (Burkhardt & Schoenfeld, 2003) and policymaking 
(Lubienski, Scott, & DeBray, 2014). Thus, teacher educators and researchers must take into 
consideration teachers’ perceptions, beliefs and comprehension skills when designing and 
conducting research (Zeuli, 1994). Teachers often choose to use education research that is 
relevant and can be connected to their personal experience (Hemsley-Brown & Sharp, 2003; 
Zeuli, 1994). Thus, education research should be relevant to have a direct impact on teaching 
(Hemsley-Brown & Sharp, 2003). Hence there should be more research that have significant 
impact and contribution to practice, standardization of research methods, more collaboration 
among stakeholders and establish an incentive system of research (Burkhardt & Schoenfeld, 
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2003). It is only through collaboration across education levels and discipline could the 
professional knowledge of teachers and researchers be considered of equal value (Broekkamp & 
van Hout-Wolters, 2007) and thus disrupts the power dynamics and tension between the 
universities or academes and the school teachers (Gore & Gitlin, 2004). As seen in various 
studies (Broekkamp & van Hout-Wolters, 2007; Burkhardt & Schoenfeld, 2003; Kaestle, 1993; 
Heinrich & Good, 2018; Tseng 2012), collaboration among research producers and consumers 
would ensure a unified research agenda and produce more research that would be relevant and 
valuable to all stakeholders of teacher education. 
Broekkamp and van Hout-Wolters (2007) proposed reframing the perceived problem of 
the gap between education research and practice by adopting a multi-sided perspective instead of 
a monocausal analysis. In a symposium they held in Amsterdam, composed of 160 stakeholders, 
a consensus among participants existed that there was a gap between education research and 
practice. They identified several problems that constituted the gap between research and practice: 
(a) that research yielded only few conclusive and practical results, and (b) the practitioner belief 
that education research was not conclusive nor practical thus rarely used education research 
appropriately. Their proposed solutions involved translation and appropriate distribution of 
research results, and building collaborations across professional networks and disciplines.  
Context of Two Countries 
Previous research (Broekkamp & van Hout-Wolters, 2007; Burkhardt & Schoenfeld, 
2003; Heinrich & Good, 2018; Kaestle, 1993; Tseng 2012) all emphasized the importance of 
collaboration. This study is a collaboration among stakeholders of teacher education from two 
countries. The research team conducting this study is composed of policymaker, teacher 
educators, and in-service teachers from Oman and the Philippines. This is a cross-cultural study 
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that involves different nationals and stakeholders to show a multiple perspective of education 
research (Akiba, 2017; Sleeter, 2014). Both countries had recently adopted a new education 
system as a response to globalization (Al Abri, 2011; Department of Education Order 36, s. 
2012) but have different goals in education reform. Oman's goal was to train Omani citizens to 
replace foreign workers for sustainability (Al Abri, 2011), thus adopted the Basic Education 
system in 1998 (Al Shabibi & Silvennoinen, 2018). On the other hand, the Philippines’ goal was 
to train Filipino citizens to be globally competent and thus implemented the K-12 education 
system in 2012 (Department of Education Order 36, s. 2012). Interestingly, both countries have 
high literacy rates but have low achievement rates and there is difference in the availability of 
resources (Al Shabibi & Silvennoinen, 2018; Ronda, 2011; United Nations Development 
Programme [UNDP], 2018). For example, only 12% of the public schools in the Philippines have 
internet access compared to Oman’s 90% (UNDP, 2018). Moreover, Oman has a very high 
human development (HD) index, while the Philippines is only at a medium level (UNDP, 2018). 
The HD index is a summarized measure set by the UNDP to measure the average achievement of 
set goals for human development in countries and emphasized that human development is the 
ultimate criteria in determining country development (UNDP, 2018). Lastly, both countries have 
research production included in their education policy and official documents as a goal for 
education development (CHED, 2009; Oman Education Council, 2018).  
Significance of the Study 
As institutions allot resources in producing researches for the improvement of education 
yearly, it is important to investigate how pieces of research are used and perceived. Are they 
being utilized by their target audience?  The results of this study contribute to the literature that 
narrows the gap between education research, education policy and classroom teaching. 
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Moreover, exploring the perceptions and usage of education research among stakeholders will 
help us understand how to develop more relevant research that could be applied and used by 
various stakeholders in policy and teaching. Moreover, this research fills the gap in the literature 
by exploring how demographic variables are related to the usage of education research across 
cultures. It adds to the literature that involves stakeholders from various levels in the field of 
teacher education. It would also help in improving the use of research among stakeholders. 
Understanding how education research is used and perceived by the stakeholders could lead to 
more collaborative work and practical, impactful research that could change the world for the 
better.  
Research Questions 
This research aims to answer the following research questions: (a) Is education research 
being utilized by stakeholders across these two countries? What are their reasons for using 
education research? (b) Is there an association between education research usage, frequency of 
education research usage, and other demographic factors, specifically country, age, gender, 
profession, educational attainment, and years of experience? (c) Is there a difference in the 
frequency of education research usage among various stakeholders? (d) How do stakeholders 
perceive education research? 
Methods 
Participants 
The researchers utilized a convenience sampling to recruit a total of 106 participants over 
the age of 18 from Oman and the Philippines, 53 participants from each country. The participants 
were recruited from four groups of stakeholders, namely: policymakers, teacher educators, 
student teachers, and in-service teachers. There were ten policymakers, five from each country 
100 
 
who are involved in either public or private education policy making and decision making. There 
were also nineteen teacher educators, ten of which were from Oman and nine from the 
Philippines, who were currently teaching in either a private or public pre-service teacher 
education programs. From the third group, we recruited 37 student teachers, 19 were from Oman 
and 18 from the Philippines, who at the time of the study were studying in either public and 
private universities and were finished with or currently undergoing their student teaching.  The 
remaining 40 participants were in-service classroom teachers, 19 of which were from Oman, 
who were at the time of the study teaching in either secondary or elementary level in either 
public or private schools in either country. Table 1 shows the demographics of the participants. 
In terms of language use, both Oman and the Philippines are multilingual countries so even 
though all of the participants could understand and speak basic English, some of the participants 
preferred to code switch to their first language when expressing themselves.  
Ethical Considerations 
 The researchers obtained IRB approval from the educational institutions the researchers 
were part of and those from which the participants were recruited from in both countries. A 
signed informed consent form was required for all participants, who agreed to be included in the 
study. The participants’ identities were kept confidential and only a random code was assigned 
that assisted the team in analyzing the data. 
Research Design 
This was a mixed method study that utilized a convergent parallel design since the data 
was gathered separately quantitatively and qualitatively, and, then, merged during analysis. The 
two strands were independent of each other and the merging of the two served as triangulation of 
the data. Using both qualitative and quantitative data enabled the researcher to develop a deeper 
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understanding of education research usage and perception, since the use of only one method 
would provide only a partial view. The quantitative data gathered from the survey measured the 
frequency and purpose of education research usage. While the qualitative data from the 
interviews would be able to expand on the answers given in the survey by asking the 
participants’ perception of education research and personal experiences in relation to education 
research.  In order to explore perceptions, the participants’ answers must not be constrained or 
limited, thus, the use of an open-ended structured interview was needed. Further, we also wanted 
to explore whether country or culture influence perceptions. Thus, we quantified the constructs 
and used statistical methods to determine the difference between countries. Utilizing the two 
forms of data would enable us to have a deeper and more complex understanding of the 
perceptions and usage of education research. 
Data Sources 
Demographic Survey Form. The demographic survey was in a multiple-choice format. 
Questions were asked regarding basic demographic information, usage of education research, 
frequency, and the purpose for using education research.  
Semi-structured Open-Ended Interview. A semi-structured interview was used to ask 
perceptions of education research. The researchers, all of whom had completed the IRB training 
and could speak the local language of each specific country, administered and transcribed the 
interviews. Since both countries are multilingual, the researchers had to translate to English some 
of the answers from the original language they were spoken in (i.e., Arabic or Filipino). The 
interview was transcribed by research assistants, who had also undergone IRB training and was 
validated by the primary investigator.  
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The inter-rater agreement for 26% of the transcripts was 98.2% with a range of 90.2% to 
99%. The inter-rater agreement for the coding of the transcriptions was at 88.7% with a range of 
87.5% to 89.65%. Any disagreement among the coders were settled through discussion. 
Data Analysis 
To answer the first three research questions, the information from the survey was coded 
into SPSS for analysis. For the first research question, descriptive statistics were used to analyze 
the data from the answers on the demographic survey form. To answer the second research 
question, a Chi-Square test was used to determine the association between education research use 
and other demographic factors. For the third research question, a Chi-Square test was also used 
to determine if there was a difference in the usage among various stakeholders. The researchers 
preferred to use the Chi-Square test since all the variables were categorical and not continuous. 
To answer the last research question, the data from the semi-structured interview was 
transcribed and coded analytically. A grounded theory approach was used in coding the 
qualitative data from the interview. Using grounded theory enabled the researchers to derive the 
stakeholders’ perspectives using the exact words the respondents gave (Strauss & Corbin, 2008). 
Grounded theory was beneficial when working on a qualitative international comparative study 
with participants who spoke a foreign language (Rupp, 2016). Since grounded theory was used in 
studying the data, emic coding was done, wherein the exact words of the participants were 
copied arranged in a table according to categories of stakeholders. The data was coded initially 
using Microsoft Word. Words that were similar or were related to each other were grouped 
together in a bucket. After doing this, the researchers compared the columns to identify 





In answering the first research question, in terms of usage of education research, 96.2% 
(n = 51) from Oman and 88.7% (n = 47) from the Philippines reported to use education research. 
The two Omani respondents who reported not to use education research were an in-service 
teacher and a student teacher, while in the Philippines, those who reported not using education 
research were four in-service teachers and two student teachers.  
In terms of the purpose for using research, 55% (n = 59) of all the participants used 
education research to learn something new to apply in their class. While 90% (n = 9) of the 
policymakers and 74% (n = 14) of the teacher educators reported that they wanted to learn 
something new in the field. On the other hand, 69% (n = 24) of the in-service teachers reported 
they wanted to learn something they could apply in their class, while 74% (n = 25) of the student 
teachers said it was required in their course. Approximately 57% (n = 30) of the Omani 
respondents reported using education research because they wanted to learn something new in 
the field, while a 68% (n = 36) of the Filipino respondents said that they wanted to learn 
something they could apply in their class.  
To answer the second research question, a Chi-Square test was used to analyze the data. 
As shown in Table 2, there were significant association between frequency of education research 
usage and the following variables: (a) age 2 (8, 102) = 25.974, p = .001, (b) educational 
attainment 2 (6, 102) = 20.742, p = .002, (c) years of experience 2 (8, 102) =18.317, p = .019, 
(d) profession 2 (6, 102) =18.964, p = .004, and (e) country 2 (2, 102) = 9.486, p = .009. 
However, there were no significant association between frequency and gender 2 (4, 102) = 
2.529, p = .639. Interestingly, none of the demographic factors had a significant association with 
104 
 
usage. Meanwhile, there was a significant association between frequency and the following 
variables: country, profession and educational attainment.  
To answer the third research question, we looked at frequency of education research 
usage. Table 3 shows that 60.4% (n = 32) from Oman and 30.2% (n = 16) from the Philippines 
reported frequently using education research. There was only one in-service teacher from the 
Philippines who reported never using education research. In terms of the profession, only the 
teacher educators group had majority reported frequently using education research, whereas the 
majority of the rest of the other groups reported using it seldomly.  
In answering the last research question, participants from both countries perceived the 
importance of education research in the development of the education system as seen through the 
various answers “important” and “necessary.” In fact, one Omani participant used the metaphor 
“backbone of education” to describe research, while a Philippine participant said that “education 
is itself research and research is itself education.” Moreover, they see research as a way to solve 
existing problems in the education system and believed that research culture should be properly 
integrated in the education system to reap its benefits. Majority also believed that research 
should inform decisions on education policy and classroom practice. However, majority of the 
participants from both countries also mentioned that there was a general lack of awareness in the 
value of research. Thus, there is a scarce amount of quality research since research and research 
training skills are not a priority in teacher preparation programs. Also, most researchers conduct 
research for personal gain or as a requirement, hence a lot of the research is not disseminated 
properly and not used.  
The issue of “unused research” was common across Omani stakeholders as their negative 
perceptions of research were mainly on the lack of systems that provide support to the 
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production and implementation of research in the education system. One of the common themes 
that Omani policymakers and teacher educators had in common was that most of the research 
was done for personal gain, while the in-service teachers and student teachers said that more 
often than not, research was done simply to fulfill a requirement, thus research results were not 
disseminated or applied, and had no impact to society.  
On the other hand, the negative perceptions that was shared across Filipino stakeholders 
was that of the lack of skills training and exposure to quality research of both pre-service and in-
service teachers. A number of participants also raised the concern of having a weak research 
culture in the academy due to the perception of research being “unfriendly” and only for 
intellectuals. Consequently, one of the common themes among Filipino pre-service and in-
service teachers was the negative perception of the nature research itself as seen in their answers: 
“very hard,” “very stressful,” and “too taxing.” Interestingly, a number of Filipino in-service 
teachers and student teachers chose not to answer some of the questions saying they were not 
aware of education research or it was not relevant to them. While the common theme among 
Filipino policymakers and teacher educators was on the merits of qualitative research being seen 
by the public as inferior to quantitative research. The discrepancy between large and small public 
and private institutions on the use and value of research was also brought up. A number of large 
public or private teaching institutions give more premium to research compared to smaller public 
or private schools. 
Discussion and Implications 
 Contrary to what previous studies showed, the participants in the study generally did not 
have a negative perception of research. Similar to Huang et al. (2003), they recognized the value 
of education research but were critical due to the lack of ordered system in place and the 
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resources needed. The significant association between country and frequency of using education 
research might be due to some countries having more resources than others. Interestingly, it may 
also be related to the apprehension of research that some Filipino in-service teachers and student 
teachers hold, coupled with the fact that only 12% of the public schools in the Philippines have 
internet access (UNDP, 2018), because negative perceptions of education research affect 
research use and is partially mediated by accessibility (Laski et al., 2013; Nelson et al., 2009). In 
addition to this, most of the research being published is in the English language, which may not 
be accessible to some stakeholders who are not fluent in English. Likewise, the association 
between profession and frequency of using education research may be attributed to the nature of 
the stakeholders’ responsibilities, which also reflected the elements of education impact (Levin, 
2004). Lastly, the association between education attainment and frequency of using education 
research supported the notion that those with higher education attainment tended to use 
education research more frequently due to the skills necessary to comprehend education research 
(Delaney, 2001; Griffioen & De Jong, 2015; Quimbo & Sulabo, 2014). This might be attributed 
to the work load of teachers and the nature of teacher preparation program they had undergone. 
The statistics for the purpose of using education research for each profession reflected the 
priorities of the stakeholders. Since policymakers and teacher educators are more involved with 
policies and research, it is understandable that they use it more to be updated with trends; 
whereas in-service teachers are more involved with classroom teaching and would use education 
research to solve an existing problem in their classes. Student teachers however opt to read 
research because it is required by their professors. 
 Contrary to previous literature (Gore & Gitlin, 2004), there was no distinct difference on 
the views of in-service teachers and student teachers from both countries. Interestingly, there was 
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more difference between the two groups and that of policymakers and teacher educators. This 
might be attributed to the context the stakeholders were working in. Student teachers and in-
service teachers were immersed inside the classroom more than policymakers and teacher 
educators. When asked what they would look for in research that they would apply in their work, 
majority of the stakeholders from both countries echoed previous literature (Gore & Gitlin, 2004; 
Hemsley-Brown & Sharp, 2003; Mausethagen & Raaen, 2017; Nelson, et al., 2009; Sroufe, 
1997; Zeuli, 1994) saying that it had to be applicable, with specific strategies, well-designed 
research, innovative and relevant.  
The majority of the stakeholders believed that education research should inform 
education policy and classroom practice. Strong educational policies of countries are often based 
on education research (Tatto, 2015) and they have better education system (Helmsley-Brown, et 
al., 2003; Ingvarson & Rowley, 2017). This implies that various stakeholders should utilize 
education research in constructing education policy and developing education programs. 
However, as emphasized by a number of the stakeholders and shown in previous literature, 
research is not the focal point for education achievement (Buchmann, 1984; Nelson, et al., 2009), 
it should just supplement the teacher’s experience (Mausethagen & Raaen, 2017).  
The current study has several limitations, such as the use of a self-report survey form on 
research usage. Participants were simply asked how often they use education research by 
choosing among the pre-set answers and not be indicating specific numbers within a specific 
period of time. Thus, the answers are an approximation based on the participant’s understanding 
of frequency of education research usage. Moreover, the number of participants in this study is 
too small of a sample to represent the whole population of stakeholders. 
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Both countries have policies in place to encourage the use and production of education 
research in their respective countries. In fact, both countries have made improving research 
capabilities a priority as seen in their development plan (Oman Education Council, 2018; 
National Economic and Development Authority, 2017). However, there were still a number of 
stakeholders, especially those in the grassroots level, who were not aware of the value of 
research. Thus, the implications for policymakers are constructing education policies that will 
strengthen research capabilities by establishing an incentive system, providing research training 
opportunities, establishing a center that can spearhead quality control in research, establish a 
mentoring system for research, and provide stakeholders access to updated research results. On 
the other hand, for teacher educators, review the current teacher education curriculum and ensure 
that students have adequate exposure to research to give them confidence and equip them with 
the necessary research skills to be able to conduct basic research in their own classes in the 
future. While for in-service teachers to take opportunities to learn from research mentors and 
professional development trainings on how to conduct basic research inside the classroom and 
use research results for the benefit of their students. Lastly, for researchers, ensure that they plan, 
construct and implement research in collaboration with other stakeholders, especially classroom 
teachers to ensure that their research is relevant. Moreover, researchers should ensure that their 
research results be accessible and comprehensible for teachers, policymakers, and whoever their 
target audience will be, so that it can be utilized. 
 Finally, collaboration among stakeholders across disciplines is the key for research to 
address the needs and be relevant to all stakeholders (Kaestle, 1993). When stakeholders are 
involved, they have a sense of ownership of the research, the results will be valuable to them, 
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because they have been included in the process and understood it. It is only when one fully 
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Table 1 Demographics of Participants 
 Oman Philippines Total 
Total Number of Participants 53 53 106 
Policymaker 5 5 10 
Teacher Educator 10 9 19 
In-Service Teacher 19 21 40 
Student Teacher 19 18 37 
Gender    
Male 16 8 24 
Female 37 44 81 
Non-binary 0 1 1 
Age Range    
18-21 years old 1 13 14 
22-30 years old 15 13 28 
31-40 years old 22 12 34 
41-50 years old 10 8 18 
51 years old and above 5 7 12 
Educational Attainment    
High school 13 18 31 
Bachelors 17 15 32 
Masters 11 13 24 
Doctorate 12 7 19 
Years of experience    
Less than a year 13 19 32 
2-5 years 6 7 13 
6-10 years 12 8 20 
11 years or more 19 17 36 
7 years or more (policymakers-
appointed term) 
3 2 5 
Missing data for demographic survey  1 3 4 
Missing data for interview questions 0 5 5 
Participants choose not to answer the questions due to lack of knowledge or experience but 
were still willing to be part of the study.  
 
Table 2 Chi-square Tests for Education Research Usage, Frequency with Demographic Factors 
Variable Frequency Usage 
df 2 p df 2 p 
Country 2 9.486 .009* 1 2.163 .141 
Profession 6 18.964 .004* 3 3.790 .285 
Age 8 25.974 .001* 4 1.738 .784 
Gender 4 2.529 .639 2 2.671 .263 
Years of experience 8 18.317 .019* 4 1.827 .768 
Educational Attainment 6 20.742 .002* 3 1.927 .588 




Table 3 Frequency of Education Research Usage 
 
  Frequently Seldom Never Missing Total 
Group n % n % n % n % n 
Overall Total 48 45.3 53 50.0 1 0.9 4 3.8 106 
Policymakers 5 50.0 4 40.0 1 10.0 1 10.0 10 
Teacher Educators 16 84.2 3 15.8 0 0.0 0 0.0 19 
In-Service Teachers 18 45.0 20 50.0 1 2.5 1 2.5 40 
Student Teachers 9 24.3 26 70.3 0 0.0 2 5.4 37 
Gender                   
Male 13 54.2 10 41.7 0 0.0 1 4.2 24 
Female 34 42.0 43 53.1 1 1.2 3 3.7 81 
Non-binary 1 100 0 0.0 0 0.0 0 0.0 1 
Age Range                   
18-21 years old 0 0.0 13 92.9 0 0.0 1 7.1 14 
22-30 years old 14 50.0 14 50.0 0 0.0 0 0.0 28 
31-40 years old 14 41.2 18 52.9 0 0.0 2 5.9 34 
41-50 years old 12 66.7 5 27.8 0 0.0 1 5.6 18 
51 years old and above 8 66.7 3 25.0 1 8.3 0 0.0 12 
Educational Attainment                   
High school 6 19.4 24 77.4 0 0.0 1 3.2 31 
Bachelors 13 40.6 17 53.1 1 3.1 1 3.1 32 
Masters 16 66.7 6 25.0 0 0.0 2 8.3 24 
Doctorate 13 68.4 6 31.6 0 0.0 0 0.0 19 
Years of experience                   
Less than a year 7 21.9 24 75.0 0 0.0 1 3.1 32 
2-5 years 6 46.2 7 53.8 0 0.0 0 0.0 13 
6-10 years 8 40.0 11 55.0 0 0.0 1 5.0 20 
11 years or more 24 66.7 10 27.8 1 2.8 1 2.8 36 
7 years or more    
                          (policymakers) 
3 60.0 1 20.0 0 0.0 1 20.0 5 
Oman          
Total 32 60.4 20 37.7 0 0.0 0 0.0 53 
Policymakers 3 60.0 2 40.0 0 0.0 0 0.0 5 
Teacher Educators 10 100 0 0.0 0 0.0 0 0.0 10 
In-Service Teachers 10 52.6 9 47.4 0 0.0 0 0.0 19 
Student Teachers 9 47.4 9 47.4 0 0.0 1 5.3 19 
Gender                   
Male 11 68.8 5 31.3 0 0.0 0 0.0 16 
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Female 21 56.8 15 40.5 0 0.0 1 2.7 37 
Age Range                   
18-21 years old 0 0.0 1 100 0 0.0 0 0.0 1 
22-30 years old 8 53.3 7 46.7 0 0.0 0 0.0 15 
31-40 years old 11 50.0 10 45.5 0 0.0 1 4.5 22 
41-50 years old 8 80.0 2 20.0 0 0.0 0 0.0 10 
51 years old and above 5 100 0 0.0 0 0.0 0 0.0 5 
Educational Attainment                   
High school 6 46.2 7 53.8 0 0.0 0 0.0 13 
Bachelors 8 47.1 9 52.9 0 0.0 0 0.0 17 
Masters 8 72.7 2 18.2 0 0.0 1 9.1 11 
Doctorate 10 83.3 2 16.7 0 0.0 0 0.0 12 
Years of experience                   
Less than a year 6 46.2 7 53.8 0 0.0 0 0.0 13 
2-5 years 4 66.7 2 33.3 0 0.0 0 0.0 6 
6-10 years 4 33.3 7 58.3 0 0.0 1 8.3 12 
11 years or more 16 84.2 3 15.8 0 0.0 0 0.0 19 
7 years or more   
        (policymakers) 
2 66.7 1 33.3 0 0.0 0 0.0 3 
Philippines          
Total 16 30.2 33 62.3 1 1.9 3 5.7 53 
Policymakers 2 40.0 2 40.0 0 0.0 1 20.0 5 
Teacher Educators 6 66.7 3 33.3 0 0.0 0 0.0 9 
In-Service Teachers 8 38.1 11 52.4 1 4.8 1 4.8 21 
Student Teachers 0 0.0 17 94.4 0 0.0 1 5.6 18 
Gender                   
Male 2 25.0 5 62.5 0 0.0 1 12.5 8 
Female 13 29.5 28 63.6 1 2.3 2 4.5 44 
Non-binary 1 100 0 0.0 0 0.0 0 0.0 1 
Age Range                   
18-21 years old 0 0.0 12 92.3 0 0.0 1 7.7 13 
22-30 years old 6 46.2 7 53.8 0 0.0 0 0.0 13 
31-40 years old 3 25.0 8 66.7 0 0.0 1 8.3 12 
41-50 years old 4 50.0 3 37.5 0 0.0 1 12.5 8 
51 years old and above 3 42.9 3 42.9 1 14.3 0 0.0 7 
Educational Attainment                   
High school 0 0.0 17 94.4 0 0.0 1 5.6 18 
Bachelors 5 33.3 8 53.3 1 6.7 1 6.7 15 
Masters 8 61.5 4 30.8 0 0.0 1 7.7 13 
Doctorate 3 42.9 4 57.1 0 0.0 0 0.0 7 
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Years of experience                   
Less than a year 1 5.3 17 89.5 0 0.0 1 5.3 19 
2-5 years 2 28.6 5 71.4 0 0.0 0 0.0 7 
6-10 years 4 50.0 4 50.0 0 0.0 0 0.0 8 
11 years or more 8 47.1 7 41.2 1 5.9 1 5.9 17 
7 years or more  
          (policymakers) 









Glancing Back and Moving Forward: Implications for Teacher 
Education 
Glancing Back 
 At the introduction of this dissertation, I asked some questions that I intend to answer. 
First, what is an ideal teacher? Based on the results from study 1, the ideal teacher is seen as like 
a “superhero”, a person who is a model in all aspects of life, can do everything, and is the best in 
the world. Ideal teachers are seen to be knowledgeable, not only on the content area, but also on 
pedagogy, life experiences, teaching skills and have a variety of skills needed to effectively teach 
the lesson. It was notable that none of the stakeholders mentioned anything related to language 
proficiency, when it is a competency that is indicated in various educational policies and 
documents.  
Second, do the characteristics of an ideal teacher correspond to the goals and expectations 
of education in general, and teacher education in particular? Stakeholders from both countries 
believed that the goal of education is social in nature and its importance is in nation building and 
community development. Similarly, stakeholders believed that the purpose of teacher education 
programs is to prepare future teachers to deal with the demands of teaching by responding to the 
needs of society, and equipping them with the necessary skills and content knowledge needed to 
teach. These beliefs are also reflected in their perceived characteristics of an ideal teacher as they 
see the teacher to have a role in nation building.  
Third, do these expectations differ across culture and stakeholders? Are these 
expectations the same as the expectations of those in policymaking and school administration? 
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Generally, this is how both cultures perceived teachers, with emphasis on: (1) establishing 
positive relations with students and other people, (2) having innate positive characteristics and 
being a positive role model, and (3) being competent in teaching and delivery. However, there 
were also some cultural differences due to people’s perceptions is highly influenced by shared 
cultural beliefs, teaching philosophy, experience, geographical location and resource 
accessibility (De Leon-Carillo, 2007; Klassen et al., 2018; Tatto, 1998; UNDP, 2018). Thus, for 
Omani stakeholders, there was an emphasis on skills and technology, while for the Philippines, it 
was an emphasis on passion for teaching.  
Fourth, are the teacher education programs still responsive to the needs of the current 
classroom teaching? This type of question cannot be fully answered by the data collected in the 
study, as we only focused on perceptions of stakeholders. If we are to base it on the answers of 
the stakeholders, a number of stakeholders from both countries emphasized the importance of 
up-to-date teacher education programs in providing quality education, this would imply that not 
all teacher education programs are up to date. Thus, a traditional mindset and outdated programs 
are huge barriers to education development (Budak, 2011; Greenberg, et al., 2013). To fully 
answer this question, one must look beyond perceptions, and observe actual classroom 
environments longitudinally. 
Fifth, do the stakeholders perceive a connection between education policy, teacher 
education programs, and education research? Yes, in fact majority of the stakeholders believed 
that education research should inform education policy and classroom practice, however they 
also concede that research should not be the focal point of the connection, thus, it should 
supplement teacher’s knowledge and experience (Buchmann, 1984; Mausethagen & Raaen, 
2017; Nelson, et al., 2009).  
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Last, how do their perceptions of current education policy and education research 
influence their everyday practice? Based on the answers given by the stakeholders, their 
perceptions influence their everyday practice. For example, some of the Filipino in-service 
teachers and student teachers have some apprehensions about research use and do not use 
research, which may be because of the lack of exposure and access to research. As shown in 
previous literature (Laski et al., 2013; Nelson et al., 2009), negative perceptions affect research 
use and is partially mediated by access, which is understandable, since statistics show that only 
12% of the public schools in the Philippines have internet access (UNDP, 2018).  
 In general, all the questions asked at the start were answered, however, there were also 
some notable results from the research. For example, in study 1, most of the results reflect what 
previous literature stated, however, there were some, such as having no difference between the 
perceptions of in-service teachers and student teachers that contradict previous studies. On the 
other hand, most of the findings in studies 2 and 3 were contrary to previous literature, such as 
the data showing no differences between in-service teachers and student teachers’ perspectives, 
when previous literature emphasized this difference (Gore & Gitlin, 2004). This contradicting 
result may be attributed to the context the stakeholders were in and the different context of 
previous studies. For example, Gore and Gitlin’s (2004) study involved participants from 
Australia and the United States, both first world countries, with more resources, and a more 
liberal culture approximately 16 years ago. Thus, the education context the participants of Gore 
and Gitlin’s study was different to the current education context of the participants in this study, 
both geographically, culturally, and chronologically. 
 Another notable finding from the research was the juxtaposition of two concepts such as 
perfection and humanity for study 1, and contextualized and globalized for study 2. These 
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concepts are by nature contrasting, for example, the concept of perfection as opposed to 
humanity. When we say human, it implies that it is not perfect, because human beings can make 
mistakes and as the cliché from Alexander Pope’s essay goes, “to err is human.” So how do we 
reconcile these two opposing terms? These were questions brought up at the end of those two 
studies. For study 1, it may be trying to reframe our perception of “perfection” and “ideal” and 
consider that there is perfection in the imperfect. As such, Wolhuter et al. (2013) and Palmer 
(1910) emphasized that it was impossible to be an ideal teacher, so instead of looking at 
perfection as the lack of blemish, one could perceive the ideal teacher as a human whose skills, 
knowledge, personality, education experience, life experiences, and values merge together to 
produce a capable, competent, and efficient teacher. For study 2, this means making education 
policy flexible that it can be applicable to everyone, yet it is the individual school units’ 
responsibility to adapt the policy in a way that is applicable for their students.  
Kryptonite of the Study 
In Chapter 2, I discussed using the superhero metaphor to show how the stakeholders 
perceived their ideal teachers. It is interesting to note that every superhero has a weakness, 
whether it’s Superman’s kryptonite or Ironman’s humanity. Likewise, this research has its own 
kryptonite. First and foremost, the results of this study should not be read as a generalization or a 
set conclusion. The research focused on perspectives of stakeholders, as such perspectives are 
relative and not absolute truths.  
Second, the sample of the study does not represent the population of stakeholders, and 
even though the team strived to represent the diverse population of both countries, there were 
still limitations in terms of resources and language barrier. Geographically, it was difficult to get 
samples from every region in a very diverse country. Also, the participants included in the study 
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were those who are able to converse in the languages the research team is fluent in. This does not 
mean we intentionally excluded those who speak another language, however, we wanted to 
ensure that we were able to present the stakeholders’ perspective in the most accurate way 
possible and thus focused on those who can speak the language members of our research team 
were fluent in.  
Third, this research focused on the use of interview data and a self-report survey. 
Participants were simply asked their perceptions and for the survey how often they used 
education research by selecting pre-set answers in a multiple-choice format. This means the data 
relied solely on the participants’ discretion and an approximation based on their understanding of 
frequency of education research usage. The participants were not asked the exact number of 
education research they read, used, or understand. They were not asked where they found those 
researches they read and used and if the quality of the research was acceptable. 
Last, this research compared the data from policy documents and the answers from the 
interviews. Thus, there were two sides being compared. During data analysis, I realized that it 
would have strengthened the research if extended classroom observations were also done to 
complement the data from the interview and the policy documents. 
Where Do We Go From here: Implications for Teacher Education 
 As seen in Chapters two to four, I have included implications of the particular study on 
each category of stakeholders in teacher education. For this section, I am discussing implications 
of the whole dissertation in general for each category of stakeholders.  
 Considering the majority of the stakeholders perceived that education policy is far 
removed from the reality and actual needs of the classroom, policymakers should collaborate 
with other stakeholders to identify areas of need when constructing education policies. Similarly, 
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policymakers should collaborate with education researchers in planning and conducting research 
that would inform, assess, and evaluate current education policy, to determine what is effective 
or what needs to be changed. As mentioned in chapter 3, policymakers have a macro-view of 
education and would construct their policies based on that perspective. However, for education 
policy to be both “contextualized and globalized” policymakers must also collaborate with the 
teachers in the grass roots to be informed of the reality inside the classroom. 
 Considering that a number of the stakeholders perceived that teacher education programs 
were outdated and irrelevant to current classroom practice, teacher educators and teacher 
education institutions must review their current teacher education curriculum and outcomes to 
ensure that the curriculum content is in-line with the current education policy and relevant to 
current classroom needs. As such, teacher educators must also ensure that the teacher education 
programs provide student teachers with sufficient exposure to research and equip them with 
basic research skills and attitude to give them the confidence to read, use, and conduct research 
in their own classes in the future. Equipping them with basic research skills and exposing them 
to quality research during their time in the program will help them acquire critical thinking skills 
to determine the quality of research to use, read or conduct. Moreover, having this critical 
thinking attitude will encourage student teachers to be critical of education policies not only 
based on popular opinion or hearsay, but based on their own understanding of the education 
policy document they have read and studied. Thus, teacher education institutions, especially 
teacher educators should also ensure that their student teachers are up to date with the current 
education policies and have sufficient comprehension of the education policy construction 
process and implementation. In addition to this, teacher education institutions, specifically 
teacher educators should collaborate and work closely with placement schools and in-service 
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teachers in planning their curriculum and providing more opportunities for student teachers to be 
immersed inside the actual classroom and not just during student teaching. As student teachers 
are more exposed to the actual classroom environment, the transition from theory to practice 
becomes smoother and easier. Lastly, there should be a move to reframe teacher education 
programs to be more humane, wherein student teachers are taught not only to rely on education 
research and education policy as the sole focus of decisions made inside the classroom. Instead 
student teachers should be trained to use education research and data to complement their own 
experiences, instincts and be able to show compassion to their students when needed. There is an 
emerging field in teacher education on emotions, teacher agency, and compassion, but they are 
often overlooked. But based on the data analysis in this study, having compassion is one of the 
most important characteristics a teacher should have. More often than not, student teachers are 
trained to behave in certain ways as expected in teachers, such as relying too much on the data 
and test results, that they often forget to see the student as a person. Stanford (1998) argued that 
the most memorable teachers were those who focused on the student’s strengths and found ways 
to build on that. Thus, in order to see a student’s strength, a teacher must first be able to see the 
student as a person, a human being. This kind of thinking must start in teacher education 
programs. 
 Considering that in-service teachers are at the forefront of classroom teaching, it is 
important that they are familiar with the current education policy and its implementation. In-
service teachers are very familiar with needs of the learners and thus must collaborate with 
school administrators and other stakeholders to adapt the “globalized” education policy to their 
respective contexts. They must also ensure that this adapted curriculum is inclusive and 
appropriate to all their learners. Moreover, in-service teachers should collaborate with 
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researchers, teacher educators, and student teachers in conducting research that will benefit their 
students. Research can be collaborative and research done with a team will lighten the burden of 
an in-service teacher burdened with work load. Lastly, in-service teachers must strive to better 
themselves by participating in professional development opportunities. As such, passion and 
experience are both important to have as teachers, but the world is everchanging and in-service 
teachers must be up-to-date to the current trends and knowledge they have to teach their students. 
 Considering that a number of the stakeholders mentioned that a big number of the 
research was irrelevant and unused, researchers must collaborate with policymakers, teacher 
educators, and in-service teachers when planning, conducting and implementing research. 
Collaboration also ensures that the research produced can be used to inform education policy or 
applied in actual teaching. Moreover, researchers must ensure that their research can be 
accessible and comprehensible to all stakeholders so that it can be used for the purpose it was 
made for. 
 Colley (2014) emphasized that an open communication between stakeholders is 
important to bridge the gap between policy and practice. Kaestle (1993) emphasized that a cross-
disciplinary collaboration among stakeholders is the key to make research relevant to all 
stakeholders. Collaboration also leads to involvement and sense of ownership. When 
stakeholders are involved in the whole process of planning, conducting, and implementing, they 
gain a sense of ownership, and thus remove the divide between silos and “us vs. them” mentality. 
This would enable stakeholders to have an emotional investment in the outcomes of the work, 
whether it is an education policy, education research or a new teacher education curriculum. 
As I mentioned in the first chapter, this research could be used as a pilot to inform future 
researchers. Some topics for further research include quantifying the characteristics of the ideal 
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teachers as perceived by stakeholders and involving more stakeholders. The trend of education is 
moving towards learner centeredness, however there are limited studies on the characteristics of 
an ideal teacher from the point of view of students globally, and none available from the two 
countries. Future research can be done to develop instruments for students, even those in basic 
education to evaluate their teachers objectively and appropriately. 
 In terms of further research in the area of education research, future research can look at 
how replication and innovation affect research usage. There were a few stakeholders in the study 
who mentioned that research should be innovative, however there were some who believed in the 
value of replication of research. It would be interesting to explore what type of education 
research are most used by stakeholders and what types of education research are prioritized 
funding.  
Moving Forward and Wielding Thor’s Hammer   
I started this research asking how student teachers can become “ideal” teachers and 
finally become worthy to wield Thor’s hammer, but I realized I was framing the question and the 
study differently. We are moving towards a learner-centered, inclusive education, which means 
looking at the unique and individual needs of the learners, which include student teachers. I 
realized, the question should not have been focused on lifting the hammer, but focused instead 
on the other strengths that student teachers possessed for them to become effective teachers.  
After all, to be an ideal teacher is an impossible task. Similarly, I started focusing on teacher 
education programs and how it is not relevant to current policy or needs, when I realized that the 
relationship between teacher education, education research, and education policy is volatile, thus 
in order to change the outcomes, one must make changes to all three components at the same 
time to strike a balance.  
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This dissertation has been a constant shifting and reframing of perspectives for me as a 
researcher, from trying to understand the different perspectives of various stakeholders coming 
from diverse backgrounds, to comprehending the two countries’ education systems and culture, 
and relating it to the theories, researches that I have learned and read while in a teacher education 
institution in a first world country, whose culture and contexts are so different from those two in 
this study. Moreover, this dissertation was an intersection of various disciplines, that operate 
within their own silos, yet interconnected with one another. It leaves the thought that an efficient 
education system, specifically teacher education is a collaborative effort among various 
stakeholders, and though perceptions may differ, it is important that everyone is on the same 
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The Interview Questionnaire 
 
PART I. INTRODUCTION 
Interviewer/Researcher: The second part of the procedure is the individual interview. The 
interview questions will be about your expectations of teacher education. Some questions are 
about your experiences. You do not need to divulge anything you are not comfortable in sharing. 
You may stop the interview at any time if you feel uncomfortable or embarrassed. I would like to 
remind you that this interview will be audio recorded, which will be destroyed when the project 
is completed. Rest assured that you will be given a code name and nothing will point out your 
identity. 
 
PART II. TEACHER EDUCATION 
1. What is your ideal teacher? 
2. What do you think is the goal of education? 
3. What are your expectations of teacher education programs? 
4. What do you think should be the goal of a teacher education program? 
5. What do you think is the focus of the current teacher education programs? 
 
PART III. EDUCATIONAL POLICY 
6. What do you think of the current educational policy? 
7. Do you think the current educational policy is informed by educational research or 
classroom practice? Explain. 
8. What do you think should educational policy focus on? 
 
PART IV. EDUCATIONAL RESEARCH 
9. What do you think of educational research? 
10. Do you think educational research is being applied inside the classroom? 
11. What do you look for in an educational research you would want to apply in your 
classroom/ educational policy? 
12. Do you think educational research should inform educational policy and classroom 
practice? Explain. 
 
PART V. CLASSROOM PRACTICE 
13. What do you think is the focus of current classroom teaching? 
14. How do you think can the current classroom practice benefit from educational research, 
teacher education and educational policy? 
 
FOR IN-SERVICE TEACHERS AND STUDENT TEACHERS ONLY 










Demographic Survey Form 
 
Kindly answer this demographic form by checking the circle beside your chosen answer. 
 
PART I. Background 
 
You are participating in this research as a (Please choose only one of the following):  
o Policy maker 
o Teacher educator 
o Student teacher in general education  
o Student teacher in special education  
o In-service teacher in general education  
o In-service teacher in special education 
 
What country are you currently working/teaching in?  
o Oman  
o Philippines  
o United States of America 
 
What is your age range?  
o 18-21 years old  
o 22-30 years old  
o 31-40 years old  
o 41-50 years old  
o 51 years old and above 
 
What is your gender? 
o Male 
o Female 
o Non-binary/third gender 
o Prefer not to disclose 
 
What is your highest level of educational attainment? 
o High school 
o Certificate Program/Vocational 
o Bachelor’s Degree- Degree obtained: _______________ 
o Master’s Degree- Degree obtained: ____________ 
o Doctorate Degree- Degree obtained: ____________ 
 









o Frequently  
 
If you read research on education, what are your reasons for reading them? (Please check all that 
apply.) 
o It was required in my courses 
o I need to do research 
o I wanted to learn what was new in the field 
o I wanted to learn something I could apply in my classes. 
o I read research as a past time because I enjoy it. 
 
PART II. POLICY MAKERS 
This section is for policy makers only. For the other participants please skip this part and 
go straight to Part III.  
 
How many years have you been working with educational policy? 
o A year or less 
o 2-6 years 
o 7 years or more 
 
In what capacity do you work with educational policy? 
o Elected official 
o Appointed official 
o Career (not elected or appointed) 
 
What is your role in educational policy work? 
o Creation of new policy 
o Implementation of educational policy 
 
PART III. TEACHERS 
This section is for teachers only. All teachers (teacher educator, student teacher and in-
service teachers) are asked to answer this part. 
 
How many years have you been teaching? 
o A year or less 
o 2-5 years 
o 6-10 years 
o 11 years or more 
 
Where do you currently work in? 
o public school 
o private school 
 
How many years have you been working/teaching in your current school? 
o A year or less 
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o 2-5 years 
o 6-10 years 
o 11 years or more 
 
If you are currently a private school teacher, have you ever worked for a public school? If yes, 
how many years? 
o Never 
o A year or less 
o 2-5 years 
o 6-10 years 
o 11 years or more 
 
If you are currently a public-school teacher, have you ever worked for a private school? If yes, 
how many years? 
o Never 
o A year or less 
o 2-5 years 
o 6-10 years 
o 11 years or more 
 
PART IV. TEACHER EDUCATORS 
This section is for teacher educators only. For the other participants please skip this part 
and go straight to Part V. 
 
If you are a teacher educator, have you ever experienced teaching in: 
o general education classroom 
o special education classroom 
o I have never taught in either setting. 
o I have taught in both settings. 
 
If yes, what grade level did you teach? (Please check all the apply.) 
o Early Intervention Services for children with special needs 
o Pre-kindergarten (Nursery) 
o Kindergarten 
o Lower elementary (Grades 1-3) 
o Higher elementary (Grades 4-7) 
o Secondary School (High School) 
o Self-contained special education class multi-level 
o Multi-grade classroom 
o Other: ________________ 
 
How many years did you teach in that set-up? 
o Never 
o A year or less 
o 2-5 years 
o 6-10 years 
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o 11 years or more 
 
PART V. GENERAL EDUCATION TEACHERS/STUDENT TEACHERS 
This section is for general education teachers/student teachers only. For special education 
teachers/student teachers please skip this part and go straight to Part VI. 
 
What grade level do you teach? 
o Pre-kindergarten (Nursery) 
o Kindergarten 
o Lower elementary (Grades 1-3) 
o Higher elementary (Grades 4-7) 
o Secondary School (High School) 
 
What subject do you teach? (Please check all the apply.) 
o History 
o Mathematics 
o Science and Health 
o Arts 
o Music 
o Language Arts 
 









If yes, what type of student with special needs? 
o Behavioral Disorder (ex. ADHD, ADD) 
o Learning Disability (ex Dyslexia, Dyscalculia) 
o Physical Disability (ex. Blind, Deaf, orthopedically challenged) 
o Autism Spectrum 
o Emotional Disorder 
o Intellectual Disability 
 
PART VI. SPECIAL EDUCATION TEACHERS/STUDENT TEACHERS 
This section is for special education teachers/student teachers only. 
 
What placement do you currently work in? 
o Self-contained class 
o As a support service for mainstreamed students 




What student with special needs do you currently teach? (Please check all that apply.) 
o Behavioral Disorder (ex. ADHD, ADD) 
o Learning Disability (ex Dyslexia, Dyscalculia) 
o Physical Disability (ex. Blind, Deaf, orthopedically challenged) 
o Autism Spectrum 
o Emotional Disorder 
o Intellectual Disability 
 
What students with special needs have you experienced teaching (Please check all that apply) 
o Behavioral Disorder (ex. ADHD, ADD) 
o Learning Disability (ex Dyslexia, Dyscalculia) 
o Physical Disability (ex. Blind, Deaf, orthopedically challenged) 
o Autism Spectrum 
o Emotional Disorder 
o Intellectual Disability 
 
Have you ever experienced teaching in a general education setting? 
o Yes 
o No 
 
 
 
 
 
